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ABSTRACT 
TRAINING TEACHERS TO USE 
THE DEVELOPMENTAL ASSESSMENT PARADIGM: 
A FEASIBILITY STUDY 
MAY, 1991 
MARY VIRGINIA RUE BRODHEAD, B.A. UNIVERSITY OF PENNSYLVANIA 
M.A., COLUMBIA UNIVERSITY 
ED.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Masha K. Rudman 
To meet the affective and cognitive needs of 
adolescents and to choose appropriate teaching strategies it 
is necessary for teachers to be able to diagnose these 
needs. This feasibility study investigates the 
Developmental Assessment Paradigm (DA) as a tool to enable 
teachers to diagnose their students' cognitive and affective 
levels. The paradigm is based on the model of Developmental 
Assessment created by Ivey (1986) and researched by Rigazio- 
DiGilio (1989), Bradford Ivey (1990) and Conclaves (1988). 
Ivey's research demonstrated that counselors could 
learn to use DA effectively. A Pilot Study (Brodhead, 1988) 
found that it was possible, using DA, to identify different 
levels of cognitive and affective development within the 
dialogue of a sample of high school classrooms. This 
feasibility study evolved from these previous studies. 
Vll 
The dissertation discusses the need for the diagnosis 
of developmental levels, it introduces developmental 
assessment as a diagnostic tool and describes the results of 
the pilot study and the design and results of the 
feasibility study. 
The review of the literature in Chapter II supports 
both the need for teachers to be able to diagnose their 
students' developmental levels and the potential of this 
diagnostic ability to enable teachers to choose effective 
and appropriate teaching techniques. To this end, the 
review develops a working definition of "effective schools" 
and "effective teachers", and examines paradigms that 
identify and define interpersonal skills. 
A small group of teachers participated in two training 
sessions, one week apart. Data from pre- and post-tests 
showed significant improvement in the participants' ability 
to recognize DA levels in sample statements of high school 
students' dialogue. On their evaluation forms, the 
participants expressed their belief in the value of DA as a 
diagnostic technique and suggested strategies for 
implementation in their classrooms. Discussion during the 
sessions indicated they were able to identify DA levels 
using transcribed dialogue from their own classrooms. 
The results of this study indicated that these teachers 
were able to significantly improve their ability to 
recognize levels of DA in samples of students' dialogue and 
viii 
in dialogue from their own classrooms. Further study with a 
larger sample was recommended. 
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CHAPTER I 
INTRODUCTION 
To meet the affective and cognitive needs of 
adolescents and to choose appropriate teaching strategies it 
is necessary for teachers to be able to diagnose these 
needs. This feasibility study investigates the 
Developmental Assessment Paradigm (DA) as a tool to enable 
teachers to diagnose their students' cognitive and affective 
levels. The paradigm is based on the model of Developmental 
Assessment created by Ivey (1986) and researched by Rigazio- 
DiGilio (1989), Bradford Ivey (1990) and Conclaves (1988). 
The study addresses three questions. Could a small group of 
teachers learn to observe and identify different levels of 
cognitive and affective development using examples of 
students' dialogue? Could they use this information to 
diagnose their students' cognitive and affective readiness 
at any given point in time within a particular task? Would 
this information about their students help the teachers 
choose appropriate teaching strategies, strategies that 
respond to the students' level of development? 
1 
statement of the Problem 
The report "A Nation at Risk" inspired a series of 
studies, discussions and debate about the effectiveness of 
our nation's high schools (Boyer, 1983; Sizer, 1984; Hampel, 
1986; Lightfoot, 1983; Rutter, 1979; Stedman, 1987/1988; 
Powell, Farrar and Cohen, 1985; Joyce and Showers, 1988; 
Rossman, Corbett and Firestone, 1988). Scholars and 
practitioners observed, discussed, interviewed and 
researched to define the characteristics of an "effective 
school" and an "effective teacher". 
Traditionally there have been two perspectives on the 
purpose of the high school. One has stressed academic 
excellence (Boyer, 1983; Sizer, 1984; Adler, 1983); the 
other, affective growth as well as academic excellence 
(Herzberg, 1966; Glickman, 1985; Snyder and Anderson, 1986). 
Both schools have been concerned about the factors necessary 
to achieve excellence. One factor crucial to the 
achievement of academic excellence is the ability to 
diagnose cognitive readiness or level (Bloom, 1971). To 
meet affective needs it is necessary to be able to diagnose 
affective development (Combs, 1972; Gilligan, 1982; Kegan, 
1982). The problem this feasibility study addresses is: if 
the ability to diagnose affective and cognitive levels 
contributes to the creation of effective high schools, 
first, is there a technique available that enabled diagnosis 
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of affective and cognitive levels and, second, can teachers 
be trained to use it? 
Piaget identifies stages of cognitive and affective 
development that he believes each person moves through 
during his or her lifetime. Sensori-motor (0-2) is when the 
child perceives her/himself as the world. This is followed 
by Preoperational (2-7), when the child acquires language. 
At the Concrete-operational stage Piaget observed that 
collective and cooperative behaviours appear. Adolescence 
marks the beginning of the Formal-operational stage, 
characterized by the ability to "construct systems and 
'theories'. 
Bloom's taxonomy of educational objectives also 
describes levels of increasingly complex thought processes, 
beginning with memorization and translation and progressing 
to analysis, synthesis and evaluation (Bloom, 1956). 
Maslow, Erikson and Kohlberg identify stages of 
affective and moral development. Maslow focuses on a 
hierarchy of needs, Erikson on life tasks, and Kohlberg on 
moral development. All of these theories are sequential and 
associated with specific times in a person's life span. 
There are theories of learning that are more horizontal 
in their framework. Rita and Kenneth Dunn explore 
individual learning styles in both children and adults. 
^Jean Piaget, Six Psychological Studies, (New York: 
Vintage Books, 1968), page 61. 
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They have been able to identify distinct styles in children 
as young as five years old. Although learning styles can 
change over a lifetime, in their view there is no 
hierarchical or developmental progression. 
Dunn and Dunn (1972, 1978, 1980, 1981, 1988) have 
directed over a hundred studies into the "learning styles" 
of students and teachers. This research concludes, with 
high significance (.05-.001 in all cases), that when 
learning styles and teaching styles are matched, student 
1^3-J^riing increases. Dunn and Dunn identify thirty—six (36) 
elements of learning style that they divided into five (5) 
categories: environmental, emotional, sociological, 
physical, and psychological.^ The Dunns have developed a 
diagnostic questionnaire that reliably identifies an 
individual's learning style. They have questionnaires 
designed for children K-2, 3-5, 6-8, and adults. 
Gregoric (1982) focuses on adult learning styles and 
categorized them as concrete/ random, concrete/sequential, 
abstract/random, and abstract/sequential and associates 
specific thinking processes, approaches to change and use of 
words with each style. Jung (1921) explores the differences 
in the way people perceive and process information. 
McCarthy (1980) identifies four learning styles and 
describes appropriate teaching styles and strategies for 
^The Dunns' research has found that most people find 
that between 6-16 elements are important to their learning. 
4 
each. Although the learning style theorists disagree on 
whether the individual should adjust to the environment or 
the environment to the individual, their work illustrates 
that there are many styles of learning, that not everyone 
learns in the same way. 
Hersey and Blanchard (1982) approach the way people 
learn from another framework. They believe that an 
individual's familiarity with any given task influences how 
he or she will learn best. They see learning needs changing 
as a person's ability increased on any given task. Learning 
is therefore an ever-changing cycle. They focus on the 
importance of appropriate leadership styles, styles that 
accommodate the follower's development within a given task 
and they defined these styles as directing, coaching, 
supporting, and delegating. They describe appropriate 
situations for the implementation of each style 
(Figure 1.1).^ 
The Developmental Assessment Paradigm (Ivey, 1986) 
identifies four levels (notice the move away from Piaget's 
use of the word stage) of cognitive and affective 
development: Sensori-motor/elemental, Concrete- 
operational/situational, Formal-operational/pattern, and 
Dialectic/Integrational. These levels are associated with 
^Paul Hersey and Kenneth Blanchard, Management of 
Organizational Behavior, Figure 11-8, 4e, c 1982, page 248. 
(Reprinted by permission of Prentice-Hall, Inc., Englewood 
Cliffs, N.J.). 
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Figure 1.1 Hersey and Blanchard's Leadership Styles 
Quadrant. 
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behaviours and perceptions, not ages. Ivey maintains that 
to deal with a task or problem effectively and completely, 
the problem must be engaged in at each level. This presumes 
developmental readiness to move into a different level. 
Most people have a level where they are most comfortable, 
though this can change. Once the level a client (student) 
is using to interpret the problem has been diagnosed, Ivey 
and his associates have found it possible, using appropriate 
questioning and paraphrasing skills, to assist the client 
(student) to extend each level as well as move into other 
levels. Ivey has visualized this movement as a sphere 
(Figure 1.2)^ with no level being better or more effective 
than another. 
Cognitive and affective developmental theorists 
emphasize the importance of cognitive and affective 
readiness in learning and developing. Dunn and Dunn have 
demonstrated statistically significant improvement in test 
scores when learning and teaching styles are matched. DA 
and Dunn's learning styles, used together, could produce a 
more complete perspective of a student for the teacher. For 
example, a student who learns globally will perceive 
sensori-motor stimuli differently from one who learns 
"“Allen E. Ivey, Developmental Strategies for Helpers: 
Individual. Family and Network Interventions, (Pacific 
Grove, Ca. : Brooks/Cole Publishing Company, 1991), Figure 
3-1, page 63. (Reprinted by permission of Allen E. Ivey). 
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Style 1; Behavior modifieation. eorreetioiial work 
Style 2; Assertiveness training, dee'isionai eounscling. 
reality therapy, rational-emotive therapy 
Style 3; Person-centered therapy, logoihcrapy, 
psychodynamic therapy 
Style 4: Feminist therapy, modern encounter groups, 
issues of transference, “l-you" talk between 
counselor and client 
Figure 1.2 Ivey's Developmental Levels and Counseling 
Styles Sphere. [The developmental sphere was 
originally drawn by Lois T. Grady.] 
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analytically, yet both will be interpreting their world at 
the sensori-motor level. 
Teacher educators, Joyce and Showers, suggest that 
. the most effective teachers may turn out to be those 
who do not simply use certain practices regularly, but those 
who modulate those practices in such a way that they create 
more energy for learning across the spectrum of individual 
differences. 
The ultimate test of success for any educational 
or theory, is whether the students learn. 
Objectives, goals and content may change, but if our 
children are not learning the life skills and knowledge 
necessary to fulfil their potential within our society, 
educational theory and/or practice are invalid. 
Diagnostic skill has been considered a characteristic 
of an effective teacher by teacher educators of every school 
of thought (Bloom, 1971; Brammer, 1973; Combs, 1972/1988; 
Glickman, 1985; Goldhammer, 1969; Snyder and Anderson, 
1986) . It has also been identified as a characteristic of 
an effective leader (Mersey and Blanchard, 1982; Snyder and 
Anderson, 1986) . Leadership is a characteristic 
increasingly associated with effective teaching (Glickman, 
1985; Goldhammer, 1969; Snyder and Anderson, 1986). 
Therefore, although diagnostic skills have long been 
^Bruce Joyce and Beverly Showers, Student Achievement 
Through Staff Development, (New York: Longman, Inc., 1988), 
page 56. 
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considered necessary for effective teaching, if the role of 
the teacher is expected to include leadership, this implies 
an expanded repertoire of diagnostic and interpersonal 
skills. 
Statement of Purpose 
This dissertation proposes that an effective high 
school must meet the affective and cognitive needs of its 
students. The research suggests that teachers must diagnose 
students affective and cognitive levels in order to choose 
appropriate content and process of delivery of instruction. 
My feasibility study demonstrates that Ivey's Developmental 
Assessment Paradigm (DA) can be used to identify reliably 
the cognitive and affective levels of students' dialogue. 
It demonstrates that six teachers can be trained to use DA, 
using a training programme developed for this purpose. 
The design of the programme was influenced by the 
assumptions about learning associated with the "integrated 
day" (Appendix N), Dunn and Dunn's "learning styles", Hersey 
and Blanchard's "leadership styles" (Appendix N) , and Ivey 
and Ivey's "Developmental Therapy" training sessions. The 
content includes an adaptation of Ivey and Rigazio-DiGilio's 
"Rating Training Manual" (Appendix A) , and student 
statements exemplifying each level of DA (Appendices D and 
E) . 
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A Brief Sunmarv of ic al Assessment 
The Developmental Assessment paradigm was created by 
Ivey (1986) and researched by Rigazio-DiGilio (1989), 
Bradford Ivey (1990) and Conclaves (1988). This paradigm 
merges Plato's perception of )cnowledge with Piaget's stages 
of cognitive and affective development to create a framework 
that describes a process of development that Ivey has 
maintained is continuous throughout the life cycle. 
DA is a paradigm created by Ivey which has been used to 
diagnose a person's cognitive and affective level at a given 
point of time within a specific task (Ivey, 1986, Rigazio- 
DiGilio, 1988, Conclaves, 1988, Bradford Ivey, 1990). It 
has its roots in Ivey's work with Allen (1969) in micro¬ 
teaching, a method that isolates skills associated with 
effective teaching and taught them through a combination of 
practice, video taping and immediate feedback. Micro¬ 
teaching inspired the development and refining of micro¬ 
counseling skills (Ivey and Gluckstern 1984), a method of 
training counselors. Ivey's microcounseling program 
(Figure 1.3)® focuses on specific skills needed in a 
counseling interview. 
®Allen E. Ivey, Intentional Interviewing and 
Counseling. (Pacific Grove, California: Brooks/Cole 
Publishing, 1988), Figure 1-1, page 13, (Reprinted by 
permission of Allen E. Ivey). 
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INFLUENCING 
SKILLS AND STRATEGIES 
Directives, Logical Consequences, 
Interpretation, Self-disclosure, 
Advice/ Information/ Explanation/ 
Instruction, Feedback, Influencing Summary 
REFLECTION OF MEANING 
FOCUSING 
CONFRONTATION AND 
DEVELOPMENTAL ASSESSMENT 
THE FIVE-STAGE INTERVIEW STRUCTURE; 
Completing an interview using only the basic 
listening sequence and evaluating that interview 
for cmpathic understanding 
REFLECTION OF FEELING 
Five Stages of the Interview: 
I. Ripport/Structuring 
2. Defining the Problem 
3. Defining a Goal 
4. Exploration of Alternatives 
and Confronting Incongruity 
3. Generalization to Daily Life 
ENCOURAGING, PARAPHRASING, AND SUMMARIZATION 
CLIENT OBSERVATION SKILLS 
Basic 
Listening 
Sequence 
ATTENDING BEHAVIOR 
Culturally and individually appropriate eye contact, 
body language, vocal qualities, and verbal tracking 
Figure 1.3 Ivey's Microcounseling Diagram. 
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DA IS a diagnostic and prescriptive tool. It allows 
the counselor to assess the client's cognitive and affective 
framework through dialogue and/or writing. Once the 
diagnosis has been made, DA suggests a range of appropriate 
counseling strategies. 
To understand and interpret our experience effectively, 
Ivey has suggested we must perceive stimuli and events from 
each level of development. He uses the example of a flower. 
At the sensori-motor level a person smells the flower, 
touches it, sees its colours and perhaps tastes it. The 
person feels and understands through sensory perception. At 
the concrete level, this person would examine the flower to 
understand the way the leaves are attached to the stem, the 
stem to the bloom, the bloom to the petals. S/he feels and 
understands through concrete perceptions. At the formal 
level, s/he might write a poem, analyzing the meaning and 
her/his feelings about the flower. At the dialectic level, 
s/he would examine the definition of the "flower" and 
speculate on its meaning, cognitively and affectively, to 
someone else. Each perception of the flower is valid, and 
each is important to understanding the flower completely. 
It is as incomplete to view the world only from a formal 
perspective as it is to view it only from a sensori-motor 
mode. 
Ivey and Rigazio-DiGilio have identified key words, 
thought patterns and perspectives associated with each level 
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("Developmental Assessment Training Manual", Appendix A). 
At the sensori-motor level clients (students) will use their 
senses, (seeing, hearing, touching), to perceive an issue. 
At the concrete level Icey words are: do, if , then. 
The formal level is characterized by patterns, patterns of 
patterns. Phrases such as integrate, put together, 
challenge this integration, are associated with the 
dialectic level. 
Pilot Study 
The pilot study evolved from Ivey's boolc Developmental 
Therapy (1986, see definition and description of 
developmental assessment [DA] in Chapter II) and the 
counseling methodology he has generated from his theory of 
developmental assessment. It was also influenced by 
Rigazio-DiGilio's dissertation (1989), which defined key 
words and actions associated with each level of 
developmental assessment. Rigazio-DiGilio found they were 
able to train raters to identify the different levels of DA 
with high reliability. 
During classes conducted by Ivey, Bradford Ivey and 
Rigazio-DiGilio which were designed to train counselors to 
use these methods, I observed counseling students with 
little or no prior experience with DA learning to recognize 
the different levels of DA and beginning to use them 
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effectively in role-playing situations. Once the 
counselors/students recognized a client's level of cognitive 
and affective perception at a given point in time on a given 
task, s/he was guided to choose an appropriate counseling 
strategy (Figure 1.2, page 8). 
Two strengths of this technique which could be valuable 
to teachers are its potential as a diagnostic and 
prescriptive tool and its nonjudgemental character. It is 
intrinsic to the theory that no one level is better or worse 
than another. A counselor is not less effective if s/he is 
more comfortable in one particular level than another at 
first, nor is the client inadequate if s/he perceives 
her/his concern from one level. It is a question of 
completeness, of growth, of building on what exists using 
appropriate behaviour. This has been shown to be an 
effective method for learning, growth and change (Biggs, 
1969; Bloom, 1956, 1971; Bremer, 1972; Bussis and 
Chittenden, 1970; Combs, 1969, 1972; Dunn and Dunn, 1978, 
1981, 1988; Fullan, 1982, 1985; Isaacs, 1971; Joyce and 
Showers, 1988; Rogers, C., 1969; Rogers, E., 1983; Mosston, 
1972; Walberg and Thomas, 1971; Wolf, 1986; Yeomans, 1971). 
The question addressed in the pilot study was: is it 
possible, in examining the dialogue of a high school 
classroom, to identify different levels of cognitive and 
affective thought, using DA techniques? 
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I taped four classes in a large suburban high school 
near Ottawa, Ontario. The classes ranged from ninth to 
twelfth grades, basic to advanced.'' i found I could 
recognize different levels of cognitive and affective 
thinking in both the students' and the teachers' dialogue. 
I transcribed the tape of a grade twelve general class 
(Appendix B) and rated forty statements. Ivey rated the 
same statements independently. We differed on only five. 
A graph of the data (Appendix C) shows the amount of 
time spent on each level and clarifies any discrepancy 
between teacher and student levels. For example, the 
teacher made several formal statements followed by concrete 
student responses. Later a student interjected a formal 
idea amidst several concrete statements. It was useful to 
realize that the majority of the class was spent at the 
concrete level. 
The attentive body language of the students and the 
number actively participating in the discussion demonstrated 
that the teacher was able to hold the interest of the 
students. However, the number of attempts the teacher made 
to move into the formal level indicated that one of her/his 
goals for the class was to encourage more abstract 
^In Ontario high schools, students are streamed by 
academic ability into basic, general, advanced and gifted 
categories. Basic is oriented for students intending to 
enter a trade, general for those hoping to attend a college 
and advanced for those planning on university. Gifted 
students are those tested as being in the ninety-eighth or 
ninety-ninth percentile intellectually. 
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interpretation. The use of DA in this situation could 
enable the teacher to answer several questions. Was there 
enough concrete data to enable the students to recognize 
patterns? Could they see similar patterns within their 
experience? What verbal cues might be effective in moving 
the students toward a more formal perspective? 
The assumption underlying this approach is that the 
teacher is a professional, capable and desirous of growth 
and able to be actively involved in diagnosing and 
prescribing appropriate strategies to promote learning in 
her/his classrooms. 
Encouraged by the success of the pilot study to 
demonstrate the applicability of DA as an assessment 
strategy, I conducted the following feasibility study. 
Significance of the Feasibility Study 
This feasibility study illustrates that it is possible, 
using Ivey's Developmental Assessment Paradigm (DA), to 
observe and identify different levels of cognitive and 
affective development within samples from the dialogue of 
high school classrooms. The information generated by the 
identification of students' levels of cognitive and 
affective development was useful in enabling teachers to 
diagnose their students' readiness at any given point of 
time within a particular task. It helped teachers choose an 
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appropriate teaching strategy for those students, using the 
interpersonal skills that were most effective in the 
implementation of their chosen strategy. Research suggests 
this will result in students' learning (Dunn and Dunn, 1988; 
Hersey and Blanchard, 1982; Joyce and Showers, 1988; Combs, 
1972; Kohlberg, 1972; Kegan, 1982; Maslow, 1970; Piaget, 
1968). 
The intentional use of interpersonal skills is often 
associated more with the training of counselors than the 
training of teachers. Yet teachers use counseling skills 
(whether intentionally or unintentionally). They listen 
using attending behaviour, ask open and closed questions, 
paraphrase, summarize and confront. These are tools they 
use to implement their programs, to communicate with their 
students. DA is a diagnostic technique that will enable 
teachers to intentionally choose which process, style and 
content will allow them to reach their goal. They diagnose 
the students' cognitive level to choose appropriate 
intellectual goals, their affective levels to choose 
appropriate affective goals. DA is valuable whether the 
development of the intellect or of the whole person is the 
teacher's objective. 
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D0siQn and Procedures 
The feasibility study sought to examine whether it is 
possible to train a small group of teachers to use 
Developmental Assessment techniques. 
The principal of the high school asked for volunteers 
from the teaching staff. six teachers, representing as 
broad a range of subject areas as possible, were chosen to 
participate in two (2) two-hour training sessions spaced a 
week apart. I was slightly acquainted with one of the 
Participants chosen but had never worked with her 
professionally. l had no involvement in the selection other 
than asking that the participants have as diverse a range of 
subjects taught as possible. 
The teachers were given the option of having me visit 
to observe in their classrooms between the sessions. The 
purpose of the visit was to work with them to identify 
different levels of cognitive and affective thought in their 
own environment. The teachers were asked to bring about ten 
(10) examples (transcribed) of dialogue from their classes 
to the first training session. These were to be as brief as 
one sentence or as long as a paragraph. They were asked to 
bring examples from their classrooms of cognitive or 
affective statements from each level to the second session. 
The dialogue used was subject to permission being given by 
the students' parents. 
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A Short (15-minute) test was administered at the 
beginning of the first session (Appendix D) and at the end 
of the second session (Appendix E). These tests asked each 
teacher to identify the Developmental Assessment level 
represented by examples of students' statements. The 
purpose of the pre and post tests was to see if there had 
been any change in the participants' ability to recognize 
cognitive and affective levels between the beginning and the 
end of the training sessions. The participants were also 
asked to respond to an evaluation guestionnaire. The 
questions focused on the teachers' perception of their 
ability to recognize and use DA techniques. 
The objectives of the training sessions were to enable 
the teachers to: 
-identify levels of affective and cognitive development 
within model samples of student dialogue and examples 
of their own students' dialogue. 
-initiate dialogue that assists the student to move 
horizontally within their existing level of development 
and/or move them, if they are developmentally ready, 
into a different level. 
-offer a variety of teaching strategies appropriate to 
each level. 
-plan classes to utilize information learned about the 
students using DA techniques. 
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These sessions were designed within a two-hour 
framework because of the reality of the limited time 
available to most teachers for professional development. 
The teachers' knowledge that they would have an opportunity 
for feedback and to focus on practical issues during the 
second session encouraged them to use their newly learned 
techniques between sessions. There is the potential to 
expand both sessions, but it would be difficult to condense 
them. There must be time for the teachers to process and 
assimilate the material. 
Methodological Assumptions and Limitations 
The feasibility study was designed with the following 
assumptions and with the knowledge that the limitations 
described below would preclude generalization to a wider 
population. 
Assumptions 
This is a feasibility study. It assumes that the 
participating teachers are similar to other teachers. It 
assumes teachers are interested in professional growth and 
are willing to evaluate themselves. It assumes that other 
facilitators could give the training sessions. 
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Limitations 
The greatest limitation of the study is its size. The 
Developmental Assessment Training sessions took place in a 
small (600 student) high school in southern Ontario. There 
is not a wide cultural representation among the students, 
but their socio-economic backgrounds are varied. They are 
the children of government employees, farmers, small 
businessmen, blue-collar workers, white-collar workers and 
the unemployed. 
The limited size of the study precluded generalizations 
to a larger population. Two conclusions were: if the six 
teachers were able to learn to use DA this would indicate a 
potential for training other teachers; the successful use of 
the samples of dialogue from the teachers' classrooms would 
indicate a likelihood that it is possible to diagnose 
cognitive and affective levels of development in the 
classroom using DA. 
I was the tester, trainer, investigator and evaluator. 
I took the following precautions to minimize any bias. 
Since the pre and post tests are very similar, I arbitrarily 
chose which one to administer first. This eliminated the 
possibility that one was intentionally easier than the 
other. Teachers were asked to respond to an evaluation 
questionnaire (Appendix G). The questionnaire asked for the 
teachers' perceptions of what they belioved they had learned 
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in the training sessions. Their responses were included in 
full in Appendix H of the dissertation. I had no power over 
these teachers, I was not their supervisor, professor or 
connected to them in any way professionally. This allowed 
them to respond to the questionnaire honestly. 
Though it is important to not make unwarranted 
generalizations, the literature indicates there is overlap 
between counseling and teaching skills, particularly with 
today's emphasis on affective and cognitive development and 
the responsibility to discuss sex, drugs, AIDS, and other 
sensitive subjects, which has become a integral part of the 
teachers' job. 
Despite these limitations, this study can provide 
si^^^i^icant data to suggest directions and methodology for 
further study. 
Outline of Dissertation Chapters 
Chapter I introduces the problem and places it in the 
context of educational reforms, change, and concepts of 
effectiveness. It introduces the technique of Developmental 
Assessment (DA) and places it into the context of 
developmental theory. It describes the pilot study. It 
clarifies the purpose of the feasibility study, and develops 
a rationale. The design and procedures are outlined. 
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The chapter ends Limitations are presented and discussed, 
with an outline of the dissertation. 
Chapter ll reviews the literature in two parts. The 
first part uses the literature to develop a working 
definition of "effective schools" and "effective teachers" 
and to support the position that effective schools should 
reflect adolescents' cognitive and affective needs. The 
second part uses the literature to examine paradigms that 
identify and define interpersonal skills, to describe 
Developmental Assessment, and to support the position that 
teachers need to be able to diagnose cognitive and affective 
levels of their students and intentionally choose effective 
interpersonal skills to achieve their chosen goals. The 
purpose of the review is to explore DA as a bridge between 
those theorists and practitioners who advocate cognitive 
excellence as the primary goal of the high school and those 
who advocate a balance between affective and cognitive. 
The first part of the review begins with a brief 
summary of the history of high schools, (Hampel, 1986; Boyer 
1983), highlights major trends in the perception of the role 
of the high school, and provides a perspective upon which to 
base a discussion of the most pervasive ideas which 
influence our present thinking. 
I then discuss management theories (Taylor, 1911; 
Weber, 1947; Mayo, 1945; Herzberg, 1966) and their 
implications for more effective management of schools 
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(Hersey and Blanchard, 1969; Snyder and Anderson, 1986). 
Trends in management and in education have historically 
followed similar paths, for example the "scientific" 
approach to management advocated by Taylor was paralleled by 
a disciplined, directive approach to education early in the 
twentieth century. Mayo and Herzberg's more humanistic 
approach was similar to the educational humanists of the 
sixties (Rogers, 1969, Combs, 1969). 
The needs of adolescents will influence the goals of 
effective high schools. Therefore the discussion of 
management theory is followed by an examination of theories 
of adolescent development (Piaget, 1968; Erikson, 1963/1968; 
Kohlberg, 1972; Gilligan, 1982; Kegan, 1982; Elkind, 1984; 
Simmons, Burgeson, Carleton-Ford, and Blyth, 1986). A 
definition of excellence in schools should be based on an 
understanding of the student. 
The first part of the chapter ends with a review of the 
literature that explores the existence and causes of 
excellence in schools (Boyer, 1983; Sizer, 1984; Goodlad, 
1984; Powell, Farrar and Cohen, 1985; Adler, 1983; Glickman, 
1985; Snyder and Anderson, 1986: Joyce and Showers, 1988). 
It isolates goals and characteristics which seem to be 
consistently significant in determining the effectiveness of 
high schools and teachers. 
Once these definitions of "effective schools" and 
"effective teachers" are established, part two of the review 
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expands on the position of this dissertation that teachers 
need to be able to use interpersonal skills intentionally. 
It discusses the work of theorists and practitioners who 
have developed frameworks and techniques to enable members 
of the "helping professions" (Combs, Avila, Purkey, 1972) to 
achieve this. The review also examines Hersey and 
Blanchard's (1982) four basic leadership styles, focusing on 
the diagnostic and prescriptive skills of leadership. 
Once the need for effective diagnosis of both cognitive 
and affective levels of students has been established, I 
describe the theory underlying Developmental Assessment 
using Ivey's book. Developmental Therapy: Theory irn-n 
—(1986) . I explore the implications of the 
implementation of Developmental Assessment with counselors, 
(Ivey, Rigazio-DiGilio, Ivey, 1987) describing the interview 
format, "developmental strategies", they used. I also 
mention other studies using DA (Rigazio-DiGilio, 1988; 
Gonclaves, 1988; Bradford Ivey, 1990). This part concludes 
with the examination of DA for its potential as a training 
technique for teachers. 
Chapter III describes in detail the methods and 
procedures used in the study. It reports the findings of 
the pilot study. There is a thorough discussion of the 
selection of teachers participating, the design and 
rationale for the training sessions, and the design of the 
pre and post tests and the evaluation questionnaire. There 
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is a summary of data collection and processing. In 
addition, I clarify methodological assumptions and 
limitations, 
Chapter IV analyzes and discusses the implications of 
the findings. 
Chapter V contains a summary of the study, presents 
conclusions and makes recommendations for further research. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
The review of the literature is divided into two parts. 
The first establishes a working definition of "effective 
schools and "effective teachers". The second discusses the 
theories of development that are the foundations of the 
Developmental Assessment paradigm. Each part is divided 
into two sections, discussion and summary. 
Definition of "Effective Schools" and "Effective Teachers" 
Discussion 
Before examining current discussions of the goals and 
effectiveness of high schools and their teachers, it may be 
useful to look at the traditions that have preceded them. 
To this end, I briefly review some of the historical 
mandates of high schools. 
History. "The first public high school in America, the 
English Classical School, opened in Boston in 1821." ® The 
school was an alternative to the academies of the day and 
®Ernest L. Boyer, High School, (New York: Harper and 
Row, Publishers, 1983), page 50. 
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offered boys twelve years and over the opportunity to study 
" . . . composition, declamation, mathematics, history, 
civics, logic, surveying, navigation, and moral and 
political philosophy."^ Massachusetts passed a law in 1827 
which required towns over a certain size to offer specific 
high school courses. The curriculum of these first high 
schools was academic and designed for an "elite" group of 
middle class boys. It focused on the academic subjects 
needed for further study in such professions as law, 
medicine and business. 
In 1870, Calvin M. Woodward argued that schools were 
out of touch with the needs of the nation. He proposed a 
/ 
shift to more "practical" subjects which would prepare 
students for work. Meanwhile, universities were becoming 
concerned with the wide difference in the quality of 
learning in the nation's high schools. In 1892, the 
National Council of Education appointed ten well-known 
educators, predominantly university professors, to clarify 
the goals of secondary education and to standardize the 
curriculum. This group became known as the Committee of 
Ten. The Committee proposed five main areas of study; 
English, mathematics, science, history, and foreign 
language, with perhaps some courses in the arts. These 
subjects were to be taught in order, one subject after the 
^Boyer, High School, page 45. From Elmer E. Brown, The 
Making of Our Middle School. (New York: Longmans, Green and 
Company, 1903), pages 298-301. 
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other, in classes of about an hour each day. Committees of 
teachers and scholars were to design the courses and the 
materials. "Mental discipline" was the core of this design 
(Hampel, 1986; Boyer, 1983) . 
The twentieth century opened with increased 
availability of the high school to a larger percentage of 
American youth. This increased availability changed the 
purpose of high schools. They were no longer serving an 
elite group of intellectuals. Their students came from many 
different backgrounds and needed to be prepared for a 
variety of jobs, not all requiring knowledge of the 
traditional subject areas. A report, "The Cardinal 
Principles of Secondary Education", published in 1917, 
declared that the aim of education is to ". . . develop in 
each individual the knowledge, interests, ideals, habits and 
powers whereby he will find his place and use that place to 
shape both himself and society toward ever nobler ends."^° 
On the one hand there was John Dewey's advocacy of the 
education of the "whole child" and on the other the 
"essentialists'" cries for the return to traditional fields 
of study. 
The launch of the first satelite, "Sputnik" (1957), by 
the Soviet Union, produced a concern in the United States 
Ernest L. Boyer, High School, (New York: Harper and 
Row, Publishers, 1983), page 50. From the Commission on the 
Reorganization of Secondary Education, "Cardinal Principles 
of Education", Bulletin 1918, no. 35, (Washington, D.C.: 
Government Printing Office, 1918), page 9. 
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about the quality of our education, particularly in the 
areas of science, math and foreign languages. James B. 
Conant's book The American High School Today, responded to 
this concern and prescribed a return to the core subjects. 
This return to core subjects was followed with an 
awareness, inspired by the civil rights movement, of the 
inequality of education for the poor and minorities. High 
schools were to meet the needs of and be available to ALL 
students. The sixties stressed the importance of 
"relevance". The work of Piaget (1968), Erikson (1963, 
1968), Maslow (1970), Rogers (1969), Coleman (1961), Combs 
(1969, 1972), Kozol (1972), and Illich (1971) shaped many of 
the innovations of this decade. 
In his recent article "New Assumptions for Educational 
Reform", Arthur W. Combs summarizes some of the methods 
developed and tried in response to the cycles of continuous 
debate between those who advocated an emphasis on 
intellectual development and those who wanted to respond to 
the whole child (Combs, 1988)Combs feels many good 
ideas have failed because they have not belonged to the 
people who are to implement them and have been based on 
assumptions which are only partly correct. It seems a waste 
to lose the strengths of these innovations. He questions 
^^Some that Combs mentions are: open schools and open 
classrooms, team teaching, "New Math", "New Science , 
computer technology, integrated day, whole language 
approach. 
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whether their introduction and implementation could have 
been managed more effectively? 
To answer this question it is interesting to look to 
the history, practice and research in business and 
industrial management. The goals that we choose for our 
high schools are a product of our society, our community's 
priorities, and larger political groups. The goals of high 
schools, the goals of our society and the management 
techniques chosen to implement them, are interdependent. 
Management styles have followed the thinking of the 
times, moving from a scientific, ordered, approach to a more 
humanistic one after WW II. The theories of Frederick 
Taylor (1911) and Max Weber (1946) reflected an interest in 
structure and formal relationships. They represented a 
scientific approach to management. 
Elton Mayo's studies (1933, 1960) of human feelings and 
his work with the Western Electric Company in Hawthorne, 
Illinois, led both him and others, to believe that a more 
humanistic approach to management would result in greater 
productivity. Another product of this time was Douglas 
McGregor's "Theory X and Theory Y" (1960), which held that 
organizations' style of decision making is based on their 
assumptions of human nature. Theory X assumes people need 
(^i]^00tion, do not want responsibility, and are primarily 
concerned with safety. Theory Y assumes people do want 
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responsibility, and have the potential to be mature and 
self-motivated. 
The following theorists also focused on the motivation 
of the individual. Frederick Herzberg (1959) developed his 
motivation-hygiene theory which divided workers into those 
motivated by variables in the job environment and those 
motivated by variables in the job itself. Maslow's 
hierarchy of needs (1970) identified psychological needs 
which must be satisfied. Rensis Likert (1961) identified 
four different management styles (System 1 to 4) and 
developed an instrument which enabled organizations to rate 
their style. 
Although they believe the humanistic era has had less 
influence on schools than the era of scientific order, 
Snyder and Anderson feel the "... emphasis currently is 
balanced equally on the task of the organization and the 
motivation of its workers. . . scholars (are beginning) to 
wrestle with the question of how to merge the best of both 
views. 
As the debates rage, as experiments succeed and fail, 
the majority of American students and teachers continue in 
the pattern of the high school established more than one 
hundred years ago (Boyer, 1983) . Does the persistence of 
this tradition mean that it is the most valid way to teach 
^^Karolyn J. Snyder and Robert H. Anderson, Managing 
Productive Schools, (Orlando, Florida: Academic Press 
College Division, 1986), pages 5 and 10. 
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our adolescents today? why have so few of the proposed 
innovations of the past century survived? How does the 
adherence to this tradition affect the evolution of a 
definition of effective schools, effective teachers and an 
understanding of the needs of adolescents? Recognition of 
the need to consider these questions is an crucial to 
developing an understanding of why some educational 
practices have survived while others with seeming merit have 
floundered, and in analyzing whether any new ideas have a 
chance of making an impact. 
There is a pattern of action and reaction in the 
history of the purpose of the American high school. Two 
approaches seem to be in conflict with each other and have 
often been perceived as being mutually exclusive: the 
first, a focus on the individual's personal growth and 
effectiveness in society, and the second, a concern for 
intellectual challenge and excellence. The first speaks to 
the need for high schools to be all things to all people. 
The second addresses the need in our society for 
knowledgeable teachers, scientists, writers, mathematicians, 
linguists, mechanics, etcetera. Traditionally this seems to 
have become a self-imposed, either/or situation. Schools 
have focused on one or the other. In defining an effective 
school and teacher this dichotomy must be resolved. 
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In a study of high schools and their teachers, it is 
appropriate to begin with adolescents, focusing on their 
cognitive, affective, and physical development. 
Acigleggent Theorlgg. Adolescence is a time of intense 
change. Cognitively, adolescent thinking is more complex; 
emotionally, they are focused on finding their identity and 
forming relationships; and physically, they are maturing 
sexually and growing to 95% of their adult height. The 
intensity of these changes can cause stress and 
misunderstanding between adolescents and adults, yet the 
i^sleased potential, the newness and sense of discovery that 
can be part of this age could bring joy and pleasure. 
This section of the review of the literature examines 
some of the theories of cognitive and affective development. 
There has been consistent concern about the quality of 
academic achievement in our high schools. According to 
Piaget, these are the years that many children move from 
concrete intellectual operations to a stage of abstract 
intellectual operations.He differentiates between 
concrete and formal: "concrete operations are 
intrapropositional, since they go to make the content of 
individual propositions, whereas formal operations are 
^^John H. Flavell, The Developmental Psychology of Je^ 
Piaget. (New York: D. Van Nostrand Company, 1963), Chapters 
5 & 6. Jean Piaget, Six Psychological 3tu^ie.a> (New York: 
Vintage Books, 1968), pages 5-6. 
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interpropositional, since they involve the logical relations 
among propositions thus formed, "i'' Piaget believes that 
although not all adolescents operate in formal thinking, all 
have the potential, given sufficient environmental 
stimulation. Adolescents who are challenged to use skills 
involved in formal thinking will develop the ability to 
think formally. Piaget's stages of development have been 
challenged and there is research to suggest that "formal 
operations" is not a stage, but begins gradually in 
childhood and develops throughout adolescence.^^ But 
whether one accepts Piaget's theory of stages or not, 
research indicates that adolescents are cognitively more 
able than younger children (Steinberg, 1985), and have 
exciting potential for understanding more complex and 
abstract ideas. 
Adolescents also grow in their ability to think about 
people and their relationships with more complexity. 
Steinberg (1985) considers three areas of social cognition: 
impression formation, role taking, and social conventions. 
He cites Hill and Palmquist's (1978) summary of research 
that has found trends in adolescent development in social 
cognition. For example, adolescents are capable of being 
less egocentric, more abstract, and can make greater use of 
^'’Flavell, The Developmental Psvcholocrv of Jean Piaget, 
page 206. 
^^Laurence Steinberg, Adolescence, (New York: Alfred A. 
Knopf, 1985), page 76. 
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inference. Hill and Palmquist also find they are more able 
to understand another's point of view and to realize that 
their underlying assumptions may be different from someone 
else's. Successful development in social cognition has 
implications for an adolescent's ability to form meaningful 
relationships throughout life. It is vital to design 
curriculum and school schedules to allow for and encourage 
this development. Discussion and debate, opportunities to 
share ideas, understand other viewpoints (whether 
individual, group, or global) allow adolescents to expand 
and refine their skills. 
Adolescence is a period of intense emotional change. 
This review examines two areas of affective growth: the 
search for identity, and the development of moral reasoning. 
It then considers Gilligan's (1982) findings on the moral 
development of women and Kegan's (1982) merging of affective 
and cognitive factors. Each gives a different perspective; 
each contributes to our understanding of the adolescent. 
Erikson (1968,1963) found the search for identity to be 
the primary task of adolescence. This search begins with 
the completion of the previous stage, the acquisition of a 
sense of industry. Adolescents are "... concerned with 
what they appear to be in the eyes of others as compared 
with what they feel they are, and with the question of how 
to connect the roles and skills cultivated earlier with the 
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occupational prototypes of the day.’’^® This preoccupation 
and seeming self-centredness can be frustrating to adults 
who have forgotten the intensity of the need to establish an 
identity. It is crucial to realize that according to 
Erikson, unless identity is successfully established, the 
tasks of adulthood intimacy, generativity, and ego 
integrity — will be impossible. 
I believe schools could take advantage of this energy 
^rid interest and design curriculum which might explore the 
personal search for identity and that of historical and 
prominent figures. This also would provide a variety of 
role models. Teaching styles could be varied in order to 
provide opportunities for small group discussion and 
individual research. 
Kohlberg's six stages of moral reasoning (1972) are 
particularly relevant to the understanding of adolescent 
value autonomy (Steinberg, 1985) . Most adolescents are at 
the "conventional" level, concerned with winning approval or 
worried whether something is socially right. Some older 
adolescents are in the "principled" level and begin to 
believe that laws are created to preserve human rights and 
are correct only as long as they accomplish that. The 
student's level of moral development will affect everything 
s/he does: personal behaviour, judgement of friends and 
^^Erik H. Erikson, Childhood and Society, (New York: 
W.W. Norton and Company, 1963), page 261. 
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family, or even analysis of literature and world events. 
Knowing the possible levels and being able to hear and see 
them in a person's thoughts and actions, will help a teacher 
to understand where a student is coming from and to plan 
activities which will build on these abilities. 
Gilligan (1982) adds an important dimension to the work 
of Kohlberg and Erikson. She presents evidence that women 
develop differently than men. Characteristics such as the 
importance of interrelationships, that were formerly 
considered aberrations or less developed, are now seen as 
to women; not less or more, not better or worse, but 
ciiffsrent in progression and result. The way women 
construct moral problems places them outside Kohlberg's 
system. "The moral problem arises from conflicting 
responsibilities rather than from competing rights and 
requires for its resolution a mode of thinking that is 
contextual and narrative rather than formal and abstract. 
This sense of being responsible to the world, of helping 
others and of interdependence permeates a woman's view of 
the world. 
Gilligan (1982) also challenges the relevance of 
Erikson's stages to the development of women. She believes 
that during adolescence males and females are developing 
differently; males finding their identity by moving toward 
^^Carol Gilligan, In a Different Voice, (Cambridge, 
Massachusetts: Harvard University Press, 1982), page 19. 
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separation and thus empowerment before they develop 
intimacy, while females find theirs in relationships and 
intimacy. Her work has interesting implications for 
adolescent girls. An awareness of the uniqueness of the 
female perspective could be helpful for teachers trying to 
counter female stereotypes. It could avoid comparisons of 
males and females and nurture a dialogue that has its 
foundations in mutual respect. 
Kegan sees human development as ". . .a lifetime 
activity of differentiating and integrating what is taken as 
self and what is taken as other.Kegan describes the 
task of adolescence as moving from imperial (a period of 
competition and compromise) to interpersonal (a period of 
mutuality and interpersonal relationships) . He sees three 
functions that create this movement: confirmation (holding 
on), contradiction (letting go) , and continuity (staying put 
for reintegration) . Kegan's description of the times in his 
life when he is out of balance, when his present way of 
organizing reality no longer makes sense, captures the pain 
and sense of loss that movement and growth can create. 
"Feeling may be the sensation of evolution; more complexly, 
the phenomenology of personality in its predicament as self- 
constituting meaning-making. Nowhere is that predicament 
^®Robert Kegan, The Evolving Self, (Cambridge, 
Massachusetts: Harvard University Press, 1982), page 76 
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more painful than those times in our lives when the spectre 
of the loss of balance is looming over the system. 
This pain and sense of imbalance are caught in the 
title of Elkind's (1984) book, All Grown Up and No Place to 
Go. He puts the observations and theories of Erikson, 
Kohlberg, Gilligan and Kegan into the context of today's 
world. He looks at the effect of pressure which began with 
the hurried child and continues in the adolescent. He 
labels it "a generation under stress", the stress of 
increased freedom, less security, and schools that hinder 
adolescents' preparation for life. This stress can inhibit 
the development of identity and intimacy and may lead to 
escape, either through substance abuse, suicide or a refusal 
to face reality. Elkind laments the loss of the "markers" - 
-a girl putting her hair up, a boy wearing long pants — 
that used to help ease the transition from childhood into 
adulthood. He examines the effect of increased divorce 
rates, single parent families, blended families and 
increased mobility on the formation of identity and 
intimacy. Although many adolescents manage successfully, it 
is far more difficult for students with these added 
pressures. 
^^Kegan, The Evolving Self, page 169. 
41 
Simmons, Burgeson, Carleton-Ford and Blyth (1986) look 
at the "Impact of Cumulative Change in Early Adolescence". 
Their hypothesis is that life changes experienced at 
different times, with a period of adjustment, will be 
beneficial. It is when children experience several life 
changes at once that they are at risk. 
In their analysis, the authors discuss their findings 
in light of Coleman's "focal theory of change" (1961), which 
maintains that it is easier if an adolescent adjusts to one 
change before moving on to another, and in the light of 
their own theory of "developmental readiness", which states 
that life changes are coped with more effectively when the 
child is developmentally ready. The analysis stresses the 
ideas of balance, that growth is a form of dialectic. There 
must be enough life-change to maintain growth, to create a 
challenge, but there must be some areas of comfort where the 
adolescent feels confident. Simmons, Burgeson, Carleton- 
Ford and Blyth call this an "arena of comfort". They 
believe an adolescent is at risk if this arena is too small 
and that it is possible to identify students at risk as they 
enter a new school and provide help through counseling. 
They also maintain that students with too great an arena 
^“Roberta G. Simmons, Richard Burgeson, Steven 
Carleton-Ford, Dale A. Blyth, "The Impact of Cumulative 
Change in Early Adolescence". (Presentation at the First 
Biennial Meeting of the Society for Research on Adolescence, 
1986) . 
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will not be challenged and may not reach their full 
potential. 
Effective Schools and Effective TeaohPr<; Many of the 
discussions of effective high schools in the eighties have 
been influenced by the report "A Nation at Risk'-^i The 
books, articles and studies by Boyer (1983), Sizer (1984), 
Goodlad (1984), Powell, Farrar, and Cohen (1985) and many 
others, have examined the relevance of traditional goals for 
our high schools. Historically, high schools have either 
expected academic excellence or striven to produce well- 
rounded, productive members of society. 
Recent literature (Boyer, 1983; Sizer, 1984; Glickman, 
1985) attempts to reconcile the two goals, to recognize that 
they are interdependent. Within this literature there seem 
to be two subtly different perspectives. Some researchers 
and theoreticians maintain that academic excellence is the 
goal of education and meeting affective needs is a means to 
facilitate this goal. Others believe there are two parallel 
goals, academic excellence and affective growth. Although 
this difference seems relatively insignificant, it manifests 
itself in the recommendations advocated by the researchers 
and theoreticians. 
^^National Commission on Excellence in Education, "A 
Nation at Risk", (Washington, D.C.: U.S. Government Printing 
Office, 1983). 
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Ernest L. Boyer (1983) is an example of a theoretician 
who emphasizes the goal of academic excellence for high 
schools but whose suggestions nonetheless incorporate 
measures that encourage affective growth. His report, High 
School, was prepared for The Carnegie Foundation for the 
Advancement of Teaching. Fifteen high schools participated 
in the study. Boyer's observations and readings lead him to 
recommend "... that every high school have clearly stated 
goals and purposes that are understood and supported by the 
students, teachers, administrators, and parents of the 
institution."^^ He proposes the following four goals: 
First, the high school should help all students 
develop the capacity to think critically and 
communicate effectively through a mastery of 
language. 
Second,the high school should help all students 
learn about themselves, the human heritage, and 
the interdependent world in which they live 
through a core curriculum based upon consequential 
human experiences common to all people. 
Third, the high school should prepare all students 
for work and further education through a program 
of electives that develop individual aptitudes and 
interests. 
Fourth, the high school should help all students 
fulfill their social and civic obligations through 
school and community service. 
Boyer advocates academic excellence in a climate of personal 
growth as the purpose of our high schools. He is specific 
in his recommendations, from the type of goals to be 
^^Boyer, High School, page 63. 
^^Boyer, High School, pages 66-67. 
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core curriculum to be established by each school to the 
studied. 
Boyer argues that teachers should have a lighter course 
load and be encouraged to develop professionally. There 
should be community recognition and reward for excellence. 
Teachers should use a variety of teaching styles. He 
believes teaching should become a career. Under the present 
system, advancement in teaching means leaving the classroom, 
yet the classroom is the core of the system. Boyer suggests 
a more rigorous credentialing system, a career path based on 
performance, and evaluation by other outstanding teachers. 
He also proposes ways to attract and keep mature, 
intelligent, and growing individuals. 
Mortimer Adler (1983) advocates that schools develop 
intellectual skills, promote acquisition of knowledge, and 
convey an understanding of ideas and values. They "... 
must (1) give the young an introduction to the world of 
learning; (2) give them all the skills of learning; and (3) 
give them the incentives and the stimulation to continue 
learning without end after schooling is ended.Adler's 
proposals are the result of discussions and work with 
members of the "Paideia Group" and is based on their 
experience and observations within the school system. The 
"Paideia Group" is composed of twenty-two high profile 
^^Mortimer J. Adler, Paideia Problems and 
Possibilities, (New York; MacMillan Publishing Company, 
1983), page 9. 
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educators (Adler, Boyer, Sizer) committed to exploring the 
reform of basic education in the United States. An 
important objective of the group is ". . .to address 
educators, administrators, teachers, school boards, parents, 
and others concerned with the state of the schools and 
enlist their support for a radical reform of the public 
school system, and the private schools as well."^^ 
During the late 1970's, the National Association of 
Secondary School Principals and the Commission on 
Educational Issues of the National Association of 
Independent Schools sponsored an inquiry into adolescent 
education chaired by Theodore Sizer. Sizer visited over 
eighty schools with the goal of carefully observing a 
variety of institutions to gain breadth of knowledge. 
The report of his findings, Horace's Compromise (1984), 
is a description of these schools. The book is filled with 
vignettes that bring teachers and students vividly to life. 
It is a personal narrative reflecting Sizer's feelings and 
opinions, which are based on wide experience. It is 
difficult to know, however, how representative his examples 
of student and teacher behaviour were. Were they chosen to 
make a point or because they represented a significant 
number of the population? Nonetheless, his work has had an 
impact on many American high schools and should be 
considered. 
25Adier, Paideia Problems and Possibilities, page xi. 
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Sizer is concerned with the passivity of our schools 
and the fact that American students are not competitive with 
students in other developed nations on results of 
standardized tests. He believes the goal of high schools 
should be to cultivate clear, resourceful, and useful 
thinking and argues that effective schools would capitalize 
on the adolescents' need . .to respect themselves and be 
respected ... A school which assumes that students will 
respond to challenge, rather than shrink from it, will be 
effective. "26 He believes "mastery" should be the criteria 
for earning a diploma, and that the challenge for teachers 
should be to find creative and varied ways for students to 
exhibit their competence. Teachers should be flexible 
enough to allow students to follow their own strengths and 
to recognize that students respond to different kinds of 
teaching styles. Although intellectual achievement is his 
priority, he believes affective needs must be satisfied in 
order to achieve this. 
Sizer (1984), a member of the "Paideia Group", expands 
Adler's three areas of learning and discusses what they mean 
to the structure and content of our high schools. He 
believes that the mastery of skills should be the core of 
any curriculum and that these are best taught by coaching. 
The content chosen should be relevant and students should 
26Theodore R. Sizer, Horace's Compromise, (Boston: 
Houghton Mifflin Company, 1984), page 59. 
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believe it leads somewhere. It should be taught in a 
variety of ways. Understanding through analysis and 
evaluation should permeate all areas of the curriculum and 
should be taught through active participation and Socratic 
questioning. He believes these skills are crucial if we 
hope to enable our students to make decisions based on 
conscious^ thoughtful balancing of alternatives. 
After describing what should be taught, Sizer focuses 
on the characteristics of teachers. "Excellent schooling 
requires excellent teachers and principals. Excellent 
people have self"confidence and self-esteem, and expect 
reasonable autonomy. Therefore, if we want excellent 
schools, we must give more power to the teachers and 
principals."^’' Sizer is describing people who, in Maslow's 
(1970) terms, exhibit self-respect and have earned the 
esteem of others, people who feel self-confident and 
adequate. Those who have reached the stage of self- 
actualization must have autonomy and will thrive in an 
environment of independence and creativity (Maslow, 1970). 
Unless these needs are satisfied, people will either leave 
or regress to feelings of inferiority and weakness. 
Therefore, if high schools hope to attract excellent 
teachers, they must be able to respond to teachers' needs. 
There must be encouragement of creativity, opportunities to 
^''Sizer, Horace's Compromise, page 196. 
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interact meaningfully with students, and and environment 
that nurtures growth. 
In an attempt to put his suggestions from Horace^ s 
Compromise into practice. Sizer became involved in founding 
the Coalition of Essential Schools, based on the findings of 
A Study of High Schools (1984). There was no model school 
in the coalition. Each school espoused the nine principles 
of the Coalition and developed its own unique way of 
interpreting and implementing them by choosing to focus on 
one goal. 
Powell, Farrar, and Cohen (1985) were part of "A Study 
of High Schools". They concentrated on studying fifteen 
schools in depth, focusing on "recurring patterns" rather 
than particulars in each school. They chose a "rough 
representation" of American schools, including four private 
schools. They sought a variety of distributions: urban, 
suburban, and rural; family income; school size; racial and 
ethnic mix. They emphasized comprehensive high schools 
rather than special-purpose schools. The researchers 
usually spent three to five consecutive days in each school. 
Powell, Farrar, and Cohen's observations led them to 
conclude that high schools are available to everyone and 
that their goals are: to graduate most students and to 
provide a "constructive" experience. The term 
"constructive" is ambivalent, it isn't strong enough to mean 
a positive experience, rather it implies the lack of a 
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negative experience. Powell, Farrar, and Cohen found that 
schools offered variety but little structure academically or 
socially. Coexistence" rather than cooperation was the 
norm, "comfort" rather than innovation was the aim. They 
saw mediocrity tolerated and no evidence of teachers 
believing that most students are capable of mastering their 
subjects. 
They would like to see schools committed to "purpose, 
push, and personalization."^® They believe that schools 
should be communities committed to the common purpose of 
3^rid personal growth. Teachers should push students 
to achieve their best, and should challenge them and believe 
in them. "Schools and teachers should accommodate 
differences in how students learn rather than preferences 
about whether they should learn. 
While Boyer's study (1983) and "A Study of High 
Schools" (1984) were underway, Dunn and Dunn (1978, 1981, 
1982, 1988) were researching and directing research into the 
components of learning styles. Their findings have led them 
to create a "Learning Styles Model"^° which identifies 
^®Arthur G. Powell, Eleanor Farrar and David K. Cohen, 
The Shopping Mall High School, (Boston: Houghton Mifflin 
Company, 1985), page 316. 
^^Powell, Farrar and Cohen, The Shopping Mall High 
School, page 318. 
^°Rita Dunn and Kenneth Dunn, Teaching Students .Through 
Their Individual Learning Styles: A Practical Approach, 
(Reston, Virginia: Reston Publishing Company, 1978). 
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environmental, emotional, sociological, physical and 
psychological differences in learning styles. They have 
conducted extensive studies that show significant 
correlation between matched learning styles and increased 
achievement. The Dunns found that for those students with 
decided learning styles preferences, changes in the 
environment or in teaching styles could improve their test 
scores by up to 20%. Their research has shown significant 
improvement in schools where these preferences are 
accommodated. 
The research described to this point has led to many 
suggestions for improvement. Some of these overlap, while 
others do not. The authors agree that excellence in 
intellectual achievement is the primary goal for our high 
schools. Other studies agree on the importance of cognitive 
growth but believe affective growth should be a goal for 
high schools as well. The following theorists exemplify 
this latter perspective. 
Herzberg (1959) differentiates between motivating 
factors; "achievement, responsibility, recognition, 
advancement, the possibility of growth" and hygiene 
factors; "status, interpersonal relations, supervision- 
^^Rita Dunn, Learning Styles: Quiet Revolution In 
American Secondary Schools, (Reston, Va.: Reston Publishing 
Company, 1988) . 
^^Carl D. Glickman, Supervision of Instruction, 
(Boston: Allyn and Bacon, Inc., 1985), page 165. 
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technical, school policy and administration, personal life, 
job security, working conditions, and salary.Hersey and 
Blanchard (1982) and Glickman (1985) compare Maslow's stages 
with Herzberg s factors. If an individual were in Maslow's 
stage of self-esteem or self-actualization the motivating 
factors would encourage her/him to reach her/his full 
potential. The present high school structure provides only 
hygiene factors. These are effective for persons in "lower" 
levels of Maslow's hierarchy. Many teachers who need 
motivating factors to make their job fulfilling leave. Yet 
these are the very teachers who would seem to have the 
potential to help achieve effective schools. 
Glickman (1985) quotes three research projects on the 
personalities of teachers which found "them to be largely 
conforming individuals . . . Teachers as a rule seek 
external structure to their lives . . . and are not 
autonomous or agents of change."^'* Our high schools in 
their present form attract these teachers. Glickman 
believes "the majority of teachers appear to be in 
relatively low stages of ego, conceptual, and moral 
development-stages characterized by dependence, simplicity, 
and concreteness ... If teaching is a simple activity, 
schools need people who can reason simply. If teaching is 
complex and ever-changing, however, then higher levels of 
^^Glickman, Supervision of Instruction, page 165. 
^"■Glickman, Supervision of Instruction, page 36. 
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reasoning are necessary. The teaching required to 
achieve the goals of academic excellence is complex and 
requires a teacher with self-esteem. 
Glickman cites other research that indicates that 
teachers in higher stages of cognitive complexity had 
students with higher achievement and greater commitment. 
These teachers were able to use a greater variety of 
teaching methods more appropriately. This research also 
"suggests that teachers, when provided with a stimulating 
and supportive environment, can increase their levels of 
cognitive complexity."^® Glickman recognizes the role of 
the school environment in providing support for this kind of 
teacher. 
Snyder and Anderson (1986) see the school as a 
"workplace" and feel there is a great deal to be learned 
from successful management practices. Their goal for high 
schools is to have them become dynamic places of growth, 
continuously improving, raising "the norms of productivity 
and learning". They believe this should be accomplished 
through effective management. They propose "ten 
competencies for productive school managementand provide 
^^Glickman, Supervision of Instruction, page 52. 
^^Glickman, Supervision of Instruction, page 54. 
^^Snyder and Anderson, Managing Productive Schools, 
page 68. 
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summary of research and observation to support each 
competency. 
Snyder and Anderson advocate school goals developed by 
the entire staff, working in groups. School goals should 
shape personal performance goals. Teacher development and 
evaluation should be appropriate to the achievement of 
school goals with a focus on personal and community growth. 
The emphasis should be on learning. Teaching should adapt 
to individual learning needs to insure mastery. Snyder and 
Anderson's strategy is based on a conviction that people 
grow in a positive environment which not only challenges but 
rewards for creativity and initiative. It is also based on 
the belief that an individual must have "power with, 
the ever growing and expanding capacity of each and every 
member of the organization to achieve his or her goals 
within the ever changing goals of the larger 
organization. 
Snyder and Anderson's "Productivity Paradigm" (1986) 
describes the following characteristics of effective high 
schools: relationships are collaborative; events are goal- 
oriented and cooperative; goals are school-wide and 
coordinated and decisions are based on them; 
responsibilities are shared and become a group effort; and 
^®Seth Kreisberg, Transforming Power: Toward an 
Understanding of the Nature of Power in the Experience of 
Empowerment. (Unpublished Doctoral Thesis, Harvard 
University, 1986), page 51. 
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temporary and permanent work groups become the primary form 
Of organization. 
Their "model of interdependent teaching tasks" is based 
analysis of effective teaching studies, including 
the work of Bloom, Brookover, Dunn, Goodlad and Rutter. 
Teachers should have clear learning objectives and should be 
able to diagnose student affective and cognitive readiness 
and adapt their teaching style appropriately. They should 
be able to work cooperatively with other teachers to design 
curriculum, and should be able to create active learning 
situations which involve the student in a variety of 
groupings and types of interaction. This is a description 
of creative, innovative teachers with high levels of self¬ 
esteem, people who are motivated by challenge and 
responsibility and who need autonomy. 
The discussion about effective schools and effective 
teachers and their goals and characteristics continues in 
various books and publications. The specific criteria for 
effectiveness varies but the two perspectives remain, 
cognitive priorities versus the more wholeistic approach. 
Both the following authors describe characteristics of 
effectiveness that assume a teacher's ability to diagnose 
students' developmental levels. 
The Phi Delta Kaopan (February, 1988) featured a debate 
between Wilbur B. Brookover and Lawrence C. Stedman about 
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the five factors in Brookover's effective schools formula. 
Brookover's research indicates that effective schools are 
characterized by: "strong leadership by the principal, 
particularly in instructional matters; high expectations for 
student achievement on the part of teachers; an emphasis on 
basic skills; an orderly environment; and the frequent, 
systematic evaluation of students.Stedman challenges 
Brookover's choice of schools, his interpretation of the 
data, his interpretation of the findings of other studies, 
and the methods chosen to implement the formula in schools. 
This debate between educators illustrates some of the 
problems faced by educators who are striving to improve 
schools. It is often difficult to evaluate the validity of 
the data, to interpret it accurately, and to change 
behaviour appropriately. 
The following summary proposes a definition of 
effective schools and of effective teachers, keeping in mind 
that the adolescents we are working with are a great 
resource and that all our research, observations, 
experiments, and experiences are ultimately for them. 
^^Lawrence C. Stedman, "It's Time We Changed the 
Effective Schools Formula", (Phi Delta Kappan. November, 
1987), pages 215-224. Lawrence C. Stedman, "The Effective 
Schools Formula Still Needs Changing", (Phi Delta Kappan. 
February, 1988), pages 439-442. Wilbur B. Brookover, 
"Distortion and Overgeneralization Are No Substitutes for 
Sound Research", (Phi Delta Kappan. November, 1987), pages 
225-227. 
"““stedman, "It's Time We Changed the Effective Schools 
Formula", page 215. 
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Summary 
ective school begins with a commitment to provide 
an environment that develops the cognitive and affective 
potential of the students and the staff, subscribing to 
McGregor-s "Theory of human behaviour, that people can 
be self-directed and creative if properly motivated. 
Teachers and students should work with the principal to 
create school goals and develop appropriate evaluation 
measures. Teachers must be involved in designing a strategy 
to reach their goals which should Include opportunities for 
study, observation, in-service workshops, discussion, and 
group support. The effective school encourages and rewards 
exploration, innovation, and group collaboration. it 
strives for and expects excellence, it allows teachers to 
believe in themselves and in the value of their work. This 
is based on research into human motivation and development, 
and management experience. 
Teachers should be self-actualizing, autonomous, 
flexible, perceptive, analytic, with a love of knowledge. 
Effective schools provide the environment to facilitate the 
development of these characteristics. This ideal is more 
easily identified than accomplished. To achieve this ideal 
it is useful to examine some of the most successful models 
^^Hersey and Blanchard, Management of Organizational 
Behavior, page 49. 
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of work environments. These models have developed systems 
to create a desired environment and are found in business 
and industry. The need for greater efficiency, higher 
productivity and more profits have motivated businesses to 
invest in management research. The resulting theories and 
examples could be useful to educational managers, including 
principals, supervisors and teachers. 
Both Snyder and Anderson (1986) and Glickman (1985) 
advocate using management techniques to create an effective 
school environment and draw heavily on management research 
to develop their design. Both see leadership as the crucial 
factor in determining the effectiveness of an organization. 
Both have been influenced by Hersey and Blanchard's (1982) 
model of organizational management, a model that has evolved 
from the work of Maslow, Herzberg, Adler, and Likert. 
The characteristics of the principal who creates the 
effective environment are similar to those needed by the 
teachers who work in this environment. They are both 
effective leaders. 
"Effective leaders are able to adapt their style of 
leader behaviour to the needs of the followers and the 
situation. Hersey and Blanchard have identified four 
basic leader behaviour styles: high task-low relationship 
(telling), high task-high relationship (selling), high 
^^Hersey and Blanchard, Management of Organizational 
Behavior, page 98. 
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relationship-low task (participating), 
low task (delegating) 
and low relationship- 
Situational leadership (Hersey and Blanchard, 1982) 
requires a leader who can use each leadership style 
appropriately, diagnosing the maturity of a group or 
individuals. There is no one best style; a style is only 
effective if it results in personal as well as 
organizational goals being met. 
A strength of situational leadership is that it is a 
strategy for growth. The leader's objective is to foster 
more initiative and autonomy on the part of the student or 
teacher by beginning with the style most compatible with 
her/his maturity, knowledge, and experience. With immediate 
feedback and positive reinforcement, the goal is to move 
toward delegation. With any new task the process may be 
repeated. Hersey and Blanchard eguate their styles with 
Maslow and Herzberg; delegating to a mature person 
corresponds to self-actualization and motivation factors. 
Likert (1961) isolates three variables that are 
helpful in summarizing which factors will determine the 
effectiveness of a school. He defines them as the stimuli 
(causal) that acts upon the organism (intervening) which 
then creates a response (output). A school that wishes to 
increase its effectiveness must begin with the causal: 
^^Hersey and Blanchard, Management of Organizational 
Behavior, pages 111-112. 
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leadership styles, decisions, and organizational philosophy. 
Then It IS possible to affect commitment and leadership 
skills. These will in turn affect output, or the quality of 
student accomplishment. 
Xheories of Development 
Discussion 
This second part of the review of the literature begins 
by defining Hersey and Blanchard^s (1982) four basic 
leadership styles. Developmental Therapy (Ivey, 1986), 
developmental assessment (Ivey, 1988), developmental 
strategies (Ivey, Rigazio-DiGuilio, Ivey, 1987), and 
"intentional". It examines the interpersonal behaviour of 
teachers and defines some of that behaviour. It discusses 
the theories of developmental assessment proposed in 
Developmental Therapy (Ivey, 1986). It then describes the 
interview format, "developmental strategies" (Ivey, Rigazio- 
DiGuilio, Ivey, 1987), used to implement developmental 
assessment. The summary also discusses the need for my 
research into the possible contribution of the Developmental 
Assessment Paradigm to enable teachers to diagnose cognitive 
and affective levels of development of their students. 
For the purpose of clarity the following terms have 
been defined: Developmental Therapy is the book written by 
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Allen E. Ivey; developmental assessment is the framework 
developed as a result of the theories described in 
Beve 1 opmental_Ther^; and developmental strategy is the 
interview structure for developmental assessment, developed 
by Ivey, Rigazio-DiGuilio, and Ivey. 
Mckqround. Developmental assessment is not a therapy. 
It IS a framework that can be used to guide counselors in 
the intentional use of diagnostic and communication skills 
(Figure 1.2, page 8). A counselor should have knowledge of 
many counseling theories (for example: Reality Therapy, 
Behaviour Modification, Rogerian, Feminist Therapy). Many 
counselors are comfortable using only one or two theories 
with most clients. Ivey suggests that it is necessary to 
match counseling "style" with the needs and readiness of the 
disnt. This is reminiscent of Hersey and Blanchard^ s 
statement: Effective leaders are able to adapt their style 
of leader behaviour to the needs of the followers and the 
situation. A style is only effective if it results in 
teachers' and schools' personal and organizational goals 
being met. 
State and Provincial guidelines are encouraging 
teachers to use a greater variety of teaching strategies in 
their classrooms. Many of these strategies are not 
'’^Hersey and Blanchard, Management of Organizational 
Behaviour, page 94. 
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effective if a directive teaching style is used. The 
teachers should know alternate teaching styles to help 
implementation. They must be able to coordinate cognitive 
and affective goals for students and students' readiness for 
a given goal. They must use appropriate communication 
skills to achieve these goals. Developmental assessment is 
intended to develop teachers' diagnostic skills and their 
intentional use of communication skills. 
Hersey and Blanchard (1982) identify and describe four 
basic leadership styles: directing, when the leader gives 
specific direction and supervises closely; coaching, when 
the leader still directs but also explains, asks for 
suggestions and supports progress; supporting, the leader is 
a facilitator and shares responsibility; and delegating, 
leader gives responsibility for decision-making and problem¬ 
solving to "subordinates". The authors also identify and 
describe four development levels of subordinates moving from 
"developing" to "developed". Hersey and Blanchard match 
these to the four leadership styles. The first subordinate 
is low competence with high commitment; the second is some 
competence with low commitment; the third is high competence 
with variable commitment; and the fourth is high competence 
with high commitment. With a subordinate who fits the first 
description, a directive leadership style would probably be 
most appropriate. With someone matching the second 
description, they suggest a coaching style, for the third, a 
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supporting style, and for the fourth, a delegating style. 
Hersey and Blanchard also stress the importance of the 
development 
leadership 
to use them 
of behavioral skills associated «ith the four 
styles, 5 along with the diagnostic skills needed 
appropriately. 
The primary goal of an effective high school should be 
to provide an environment that develops the cognitive and 
affective potential of adolescents. This environment is 
created, in part, by the principal's belief in people's 
ability to be self-directed and creative and by designing 
and encouraging opportunities for this to happen (McGregor, 
1966) . Studies of effective management styles (Hersey s 
Blanchard, 1982, Herzberg, 1966, Snyder s Anderson, 1986) 
emphasize the influence of leadership in creating a 
positive, growing environment. Snyder and Anderson (1986) 
propose that effective management by the principal will 
develop the potential of present teachers and attract new 
teachers who have or will develop the skills necessary to 
satisfy the cognitive and emotional needs of adolescents. 
Therefore high schools need effective leaders who act 
intentionally. Some of the skills of effective leaders will 
be described below. 
High school teachers need leadership skills and the 
ability to use these skills intentionally. Ivey and Rollin 
This review uses the term "leader" interchangeably 
with teacher and/or principal, based on the concept of 
"situational leadership" developed by Hersey and Blanchard. 
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II 
. . one who has (1974) define the intentional teacher as 
many behavioral options open to him, can decide which option 
seems appropriate, and can interact with environmental 
feedback to change directions of his actions.”''® 
"Teaching behavior, by its very nature, exists in a 
context of social interaction."'''' The importance of 
teachers' behaviour in determining classroom outcomes has 
been illustrated by the number of studies examining 
identifying characteristics, developing systems 
for classifying and measuring, teacher behaviour (Snyder and 
Anderson, 1986, Glickman, 1985). Once these behaviours have 
been isolated, strategies must be developed to initiate 
desired changes (Fullan, 1982, Glickman, 1985, Hersey and 
Blanchard, 1982) . "To find a way in which well intentioned 
teachers can achieve their own worthwhile goals by 
controlling classroom interaction may be the most 
significant challenge that professional educators face."''® 
In addition to developing their diagnosis and 
communication skills teachers should be encouraged to 
develop a variety of teaching styles (Hersey and Blanchard, 
1982, Dunn, 1988, Glickman, 1985, Snyder and Anderson, 
''®Joan Warrington Chadbourne, The Efficacy of the Ivey 
Taxonomy of Group Leader Behavior. (Amherst, Massachusetts: 
Unpublished Doctoral Dissertation, 1975), page 9. 
''"'Ned A. Flanders, Analyzing Teaching Behavior, 
(Reading, Massachusetts: Addison-Wesley Publishing Company, 
1970), page 1. 
''^Flanders, Analyzing Teacher Behavior, page 16. 
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1986). They should be able to diagnose and respond to 
different levels of readiness (Bloom, 1976, Hersey and 
Blanchard, 1982, Ivey, 1986) . They need a method to develop 
those diagnostic skills necessary to effectively use the 
four basic leadership styles. 
Developmental Assessment. Developmental assessment, 
the diagnosis of an individual or group's cognitive and 
affective stage of development, is crucial to every aspect 
of teaching. Students' cognitive readiness, knowledge base, 
and emotional maturity affect how and what kind of learning 
and growth take place. Teachers have been urged to plan 
their lessons around the students' readiness (Dewey, 1968; 
Rogers, 1969) . Snyder and Anderson (1986) survey research 
linking accurate diagnosis of student readiness to mastery. 
They observe that . . . "Learning is a reorganization of 
insights into the cognitive structure of one's total life 
space. Perceptions and new understandings are born out of 
cognitive readiness and are built on the entire life space 
scheme of interests, self-concept, personality and learning 
style. To diagnose [a student's] readiness for 
multiplication tables, therefore, requires an understanding 
of his affective characteristics and also his learning style 
preferences and patterns. This implies that total 
"•^Snyder and Anderson, Managing Productive Schools, 
page 342. 
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uses a 
developmental assessment is necessary even to teach 
cognitive concepts effectively. 
In his book, Developmental Therapy (1986), Ivey 
re-reading of Piaget's stages of cognitive development; 
sensori-motor, concrete operational, formal operational and 
adds dialectic (the questioning of assumptions), to define 
characteristics of different ways in which people organize 
their perceptions of an experience. Pre-operational is not 
defined as a stage of development, but as being unable to 
act on one's experience and environment. "Intentionality is 
lacking. 
Developmental Assessment (Figure 1.2, page 8) is a tool 
for diagnosis and prescription. In order to understand the 
characteristics of each stage, they are described below. 
Each description includes a brief summary of Piaget's 
definition. It is followed by Ivey's interpretation which, 
as he believes that we move through these levels throughout 
our lives, focuses more on adults. Ivey uses the term 
"level" rather than "stage". I describe verbal and physical 
cues he usually associates with the level and give an 
example. Piaget defines his stages as "the variable 
structures - motor or intellectual on the one hand and 
affective on the other - [that] are the organizational forms 
^°Allen E. Ivey, Intentional Interviewing and 
r.oimsellinq, (Pacific Grove, California: Brooks/Cole 
Publishing Company, 1988), page 177. 
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of mental activity. They are organized along two dimensions 
- intrapersonal and social (interpersonal)."^^ 
According to Piaget, during the Sensori-motor period 
(0-2 years) the child perceives her/himself as the world. 
Four intellectual processes (they are still action, not 
thinking) characterize this stage. The child constructs the 
categories of the object, of space, of causality and time. 
Piaget calls the affective development during this stage 
"narcissism without Narcissus" because the child has no 
personal awareness. 
According to Piaget, the next stage in a child's 
development (2-7 years) is the acquisition of language. He 
calls this stage preoperational. The three intellectual 
repercussions of this ability are verbal interaction with 
others (socialization), use of words to ". . . reconstitute 
the past and anticipate the future"^^ (thought) , and the use 
of intuition. Affectively, children develop interpersonal 
feelings and intuitive moral values. This is a stage in 
which the child is able to separate self from object, but 
through magic. S/he believes everyone views the world in 
the same way s/he does. 
At the concrete operational stage (7-11 years) Piaget 
observes that collective and cooperative behaviours appear, 
^^Jean Piaget, Six Psychological Studies, (New York: 
Vintage Books, 1968), page 5. 
^^Piaget, Six Psychological Studies, page 22. 
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and the child no longer confuses his opinions with those of 
others. S/he is capable of reflection, linear causality, 
predictability, and the beginnings of logical thought. m 
the affective domain, mutual respect, a sense of justice, 
and will (the ability to resist pleasure) are some 
characteristics which develop. 
Piaget describes the adolescent in formal operational 
stage as one who "constructs systems and ' theories'. The 
^^olescent is interested in theoretical problems and will 
approach a problem by thinking of all possibilities. 
Affectively it is a time of discussion, of idealism, and of 
seeing the self in relation to the adult world. 
Piaget does not use the term dialectic to describe a 
stage. Ivey describes the dialectic as ". . . not just 
construction of alternatives . . ., it is also the 
examination of these alternatives for their lasting truth 
value.It has also been described as questioning 
assumptions. 
Ivey stresses the number of sensual impressions a child 
must categorize at the sensori-motor level. He 
differentiates between useful organizational patterns and 
illusory or ineffective patterns. He sums up affective 
growth during the sensori-motor stage as: "I am my 
^^Piaget, Six Psychological Studies, page 61. 
^'’Allen E. Ivey, Developmental Therapy, (San Francisco: 
Jossey-Bass Publishers, 1986), page 121. 
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feelings". He maintains that adults also receive sensory 
impressions, though usually through previously constructed 
patterns. An adult or older child can emotionally become 
her/his feelings temporarily, for example: being frightened 
and running blindly away. 
Ivey defines an adult who describes an event or problem 
in terms of her/his senses and feelings, as being in the 
sensori-motor stage. For example an adolescent might 
describe her first experience driving a car by mentioning 
that the car smelled of smoke, it was red, the seat was hard 
and she was frightened. These are all accurate perceptions, 
but they are only one part of the whole. In describing Anne 
of Green Gables, she might talk about Anne's looks, the 
beautiful description of the apple tree, or Anne's feelings 
when she thought she couldn't stay at Green Gables. 
Use of the five senses can bring richness and emotion 
to an experience. A certain smell will often bring 
memories, long forgotten, rushing back. The emotions can be 
powerful and immediate. Adolescents can be very sensual and 
viewing a situation through their senses could encourage 
analysis and synthesis, whether the event occurs in their 
own lives or someone else's (i.e. that of a character in a 
book). 
At the concrete level, Ivey sees the child as being 
able to act on the world with predictable effect. 
Affectively a child can show personal control. An adult can 
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apply logic to concrete situations and can act predictably. 
S/he can think about the impact of her/his actions. 
Conversation during this stage tends to focus on 
concrete details. Words associated with this stage are: 
If I do this . . . then that happens", "if this works in 
this situation, then it might work . . .". 
An adolescent describing a driving lesson would 
probably start as she turned the key in the ignition and 
describe every action and detail. She would narrate the 
entire plot of Anne. 
Ivey describes the formal level as an adolescent's time 
to think about thinking and to think about feeling. S/he 
can integrate information from different areas. The adult 
will analyze how s/he thinks and feels and use these 
thoughts and feelings in many different ways. 
Phrases and words Ivey associates with this stage are: 
pattern, always, often, other situations, connected, how do 
you think about yourself? 
The adolescent's lack of success in the driving lesson 
would be analyzed; she is often nervous in new situations 
and that causes her to make mistakes, she had the same 
feelings the first time she had to . . . She would analyze 
the patterns of Marilla's actions and Anne's feelings and 
compare them to patterns in her own life. 
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Words Ivey associates with the dialectic level are; 
integrate, challenge this integration, several perspectives, 
transform. 
The adolescent who was questioning her assumptions 
would analyze her patterns of reacting with nervousness in 
new situations and her resulting mistakes, and question her 
assumption that new situations are frightening. She might 
look for reasons, (family history, culture, patterns based 
on erroneous assumptions) and find alternatives which might 
be more effective. In her analysis of Anne of Green Gables 
she might question Marilla's assumptions about child 
rearing, family roles, or attitudes about religion. 
Ivey has found that most people move back and forth 
between levels but many use one predominately. Ivey relates 
different counseling styles to each level. With a client 
whose mode of thinking was sensori-motor, he would provide a 
warm, structured, and relatively directive environment. For 
someone in concrete operational thinking, he would still 
provide structure but would encourage the client's 
participation. A person operating in formal operational 
thinking would need encouragement and support but little 
direction. Dialectic thinking requires a counselor to 
delegate, to be there but only participate when the client 
wishes it. 
The effective teacher is expected to diagnose the 
cognitive and affective stages of the students with whom 
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s/he works. Developmental assessment provides a framework 
that allows the diagnosis of both. The teacher who is aware 
of a person's most comfortable, or predominant, stage will 
understand the context of that person's perspective. 
Developmental Strategies (Ivey, Rigazio-DiGuilio, Ivey, 
1987) provide an interview structure for developmental 
assessment. The five parts to this structure will be 
presented sequentially. 
Each part describes the behaviours which are associated 
with that stage, the criterion for identifying the stage, 
the DA skills needed by the counselor, and examples of the 
client's verbal and physical cues, with possible counselor 
responses and behaviours. The structure of Developmental 
Strategies is quite specific. When used in counselor 
training, even with students with no previous training, it 
was an effective tool that enabled the students to 
understand the difference within each level, become familiar 
with identifying the cues from the client, and become 
confident and knowledgeable about the effect of their 
developmental assessment skills. 
This format has been followed exactly by Rigazio- 
DiGuilio in her doctoral thesis (1988) using a counseling 
population. Independent raters were trained for this study 
with a manual developed by Ivey and Rigazio-DiGuilio (1987) . 
She has found it possible to rate patient responses with 
high reliability. For example, the raters correlated .89 in 
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their rating of patient response to varying therapy 
statements. This finding suggests that it is indeed 
possible to identify individual cognitive developmental 
levels using DA strategies. This also suggests that it is 
possible to train individuals to use developmental 
strategies effectively. 
Summary 
Developmental assessment is a diagnostic and 
prescriptive tool. Developmental strategies are a interview 
format for the use of developmental assessment. The ability 
to diagnose cognitive-behavioral levels gives structure and 
meaning to the relevant use of effective teaching 
strategies. 
Initial observation and experience indicate that it is 
possible to train people to use developmental assessment 
techniques within the format proposed by Developmental 
Strategies. Research shows that it is possible to identify 
cognitive-behavioral levels in clients with high 
1 
[ reliability. 
I 
1 This suggests that further exploration into the 
potential of developmental assessment techniques to train 
1 the teachers and principals in our high schools to recognize 
i their students' cognitive and affective levels is warranted. 
» 
i 
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CHAPTER III 
METHODOLOGY 
Introduction 
This feasibility study was designed to examine if it is 
possible to train a small group of high school teachers to 
use Ivey's Developmental Assessment Paradigm (see definition 
and description of DA in Chapter II, page 65) . The 
questions were: Could these teachers learn to use DA to 
observe and identify different levels of cognitive and 
affective development using examples of students' dialogue? 
Could they use this information to diagnose their students' 
cognitive and affective readiness at any given point in time 
within a particular task? Would this information about 
their students help the teachers choose appropriate teaching 
strategies, strategies that respond to the students' level 
of development? 
Feasibility Study Design 
1 
t 
I The description of the design is discussed in four 
I ^ 
I 
parts: methodology/ setting and selection of participants, 
design, and objectives. 
I 
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Methodology 
Ivey created the parameters of developmental assessment 
in his book, Developmental Therapy (1986, see Chapter II, 
page 65). As part of her doctoral dissertation (1988), 
Rigazio-DiGilio worked with Ivey to develop a method to 
train observers to identify the different levels of 
cognitive and affective thought, using examples from 
counseling interviews. They found they were able to train 
observers to achieve a high level of inter-rater reliability 
(1988). 
The success of that study encouraged me to design a 
small pilot study to explore the question: is it possible 
reliably to identify different levels of cognitive and 
affective thought using dialogue 'from high school 
classrooms? The positive findings of the pilot study (see 
Chapter I, page 14) led me to propose this feasibility study 
as a logical next step to see if it was feasible to train 
teachers (as opposed to counseling-specialists) to use DA 
techniques to identify students' levels of cognitive and 
affective development in a relatively short time using 
inexpensive, readily available resources. 
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Setting and Selection of Participants 
The feasibility study took place in a small rural high 
school (600 students) located near a city in southern 
Ontario. I chose the school because the principal was 
interested in participating. The township the school serves 
is predominantly rural but its proximity to a city has 
resulted in an increase in the number of students whose 
parents work for government, in local businesses or for 
universities. There are fewer visible minorities and 
disabled students than might be found in an urban setting. 
The teachers' average length of stay at the school is 
greater than it would be at most urban schools. The school 
is above average in university admissions compared to other 
high schools in its district. 
The principal, known for the purpose of this study as 
Ms. X, chose six teachers to participate in the study. They 
represented a broad range of subject areas: English, 
history, geography, science, special education, and family 
studies. There were four women and two men. They will be 
known in this study as Mr. P, Ms. Q, Ms. R, Mr. S, Ms. T and 
Ms. U. The participants received no academic credit or 
monetary remuneration for their participation in the study. 
The principal agreed to release all six teachers from their 
classes in order to enable them to engage in the training 
sessions. With such a small number of teachers available 
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and because of the importance of the choice to participate, 
the randomness of the selection was limited to my having no 
part in the selection process. I did not learn who the 
participants were until the day before the first session. I 
was slightly acquainted with one teacher, Ms. U, but the 
others were all unknown to me before the sessions. The 
research department of the Board of Education granted 
permission for the study. 
Design 
Two training sessions were designed for this study, 
(Appendix I) one week apart. Each session was divided into 
four sections: introduction, information, practice and 
summary. A pre-test (Appendix D) was administered at the 
beginning of the first session and a post-test (Appendix E) 
and evaluation (Appendix G) at the end of the second. Each 
session lasted two hours. 
The pre- and post-tests were designed to be as similar 
as possible in difficulty, style and content. After I rated 
the statements. Dr. Allen E. Ivey rated them independently. 
When the ratings agreed 100%, the instruments were ready to 
be administered. 
The participants were asked to rate examples of 
students' dialogue as "sensorl-motor", “concrete", "formal" 
or "dialectic". No other instructions were given. The 
11 
purpose of these tests was to observe any change in the 
teachers ability to recognize DA levels after participating 
in the sessions. One was randomly selected as the pre-test, 
the other became the post-test. In addition to the pre- and 
post-tests an evaluation form was designed to elicit 
teachers^ perceptions of their ability to diagnose and use 
DA. 
I asked the teachers to tape one class each and choose 
about fifteen statements to transcribe. I asked them to 
bring the tape and transcription to the sessions. The 
purpose of this exercise was to add relevance and immediacy 
to the discussion and to enable me to build on the teachers' 
strengths. 
The sessions were held in a small room off the school 
library. To prepare for the session, I arranged to have 
video equipment and an overhead projector provided. I wrote 
a summary of the planned schedule on a large piece of paper 
(Appendix I). I brought coloured markers, masking tape and 
large paper to record the participants' input. I provided 
fruit drinks and a tray of vegetables with dip. The room 
was bright, the windows opened if we needed fresh air, the 
table was large enough to accommodate the food and the 
participants' belongings, the chairs were comfortable, and 
the equipment was in working order. Unfortunately, the room 
was used to store extra chalk boards and chairs. This, 
added to the large table in the centre of the room plus 
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SGven people, made it difficult to encourage participants to 
move around. 
Given the limitations of the environment, the design of 
the study and the preparation of the setting were based on 
the assumptions about learning inherent to the integrated 
day (Appendix N) and assumptions about the teaching 
profession advocated by Snyder and Anderson (see Chapter 
II) . These assumptions are implemented using Hersey and 
Blanchard's leadership styles (see Chapter II), Dunn and 
Dunn's learning styles (see Chapter II), Ivey and Bradford 
Ivey's DA training techniques (see Chapter II) and 
Glickman's model of supervision (Appendix J) . 
Integrated day techniques include opportunities to 
learn by doing (Biggs, 1969; Blitz, 1973; Bremer and Bremer, 
1972; Brown, 1968; Bussis and Chittenden, 1970; Frazier, 
1972; Hassett and Weisberg, 1972; Isaacs, 1971; Rathbone, 
1971; Walberg and Thomas, 1971) . I had planned, as part of 
this active participation, to have the participants role 
play classroom situations and record them on video tape for 
immediate feedback. In addition, participants experienced 
i each DA level through the "Flower Exercise" (See description 
I under Feasibility Design below). They practiced applying 
^ the skills learned in the first session in their classrooms 
il before participating in the second session. Other 
l| integrated day techniques described by the authors cited 
! above included the use of relevant materials such as the 
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tapes and transcribed dialogue from the participants' 
classrooms. 
My teaching style was directive in the beginning of the 
first session since the concept of developmental assessment 
was new to all the participants. As the participants became 
more familiar with the ideas and techniques I moved into a 
coaching style, reinforcing their enthusiasm. During the 
practice section I became more supportive. There was 
opportunity to delegate decision-making during the 
summarization. During session two I was able to move 
quickly into the coaching stage and as the skill and 
commitment of the participants increased, into a supportive 
style. There was opportunity for more delegation in the 
second session. The decision whether to delegate or not 
depended on the maturity of the group. My 
leadership/teaching style did not always follow the above 
progression, I had to be receptive to individual and group 
development within any given task. 
Dunn and Dunn (197 9) have found that it is important 
for the facilitator/teacher to understand her/his own 
learning style. Unless s/he is aware of personal learning 
preferences s/he will be unable to accommodate styles other 
than her/his own. I am a global learner, strongly visual, 
needing an informal setting with background noise. I work 
best in the morning and I have found frequent snacks improve 
my concentration. Knowing my own limitations and learning 
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preferences and wanting to ensure that a wide range of 
learning styles was addressed, I included an outline 
(Appendix I) of the session and described the evolution of 
developmental assessment "inductively". I encouraged 
questions throughout both sessions, enabling the 
participants to fill in information they needed in an 
inductive or deductive style. I described DA using words, 
overheads and classroom dialogue. Participants interacted 
with me and their peers; they worked alone between sessions. 
I encouraged participants to move around the room 
during the session. I asked about light and temperature 
preferences. Nutritious food was provided. The time was 
not flexible; factors such as school commitments had more 
influence than individual preferences. 
Ivey and Bradford Ivey have successfully trained 
counselors to use DA techniques (1988, 1990) . They have 
used overheads to reinforce dialogue and relevant handouts 
to expand and augment a balanced content of information and 
skill development. They have had small groups of counselors 
work together, using "role playing" techniques with a video 
tape to provide the counselors with immediate feedback. 
These methods were incorporated into the training design 
plan. 
Since the participants in my training sessions were 
teachers, the design was influenced by Glickman's (1985) 
inservice model of supervision. He proposes that knowledge 
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interpersonal skills and technical skills are prerequisites 
to the process of teacher development. Therefore, the 
training sessions combined information about DA and related 
theories with practice and evaluation of the interpersonal 
and technical skills needed to implement DA. 
Glickman's model outlines increasing levels of 
abstraction as the supervisor/facilitator moves through the 
stages of "orientation", "integration", and "refinement". 
Thus, the first of the two sessions began with concrete 
information, explanation and demonstration. Participants 
practiced by using dialogue from their classrooms. The 
rationale behind giving two sessions was to enable teachers 
to use DA in their classrooms, reconvening to discuss, 
practice and refine skills learned in the first session, 
based on this classroom experience. The discussion during 
the second session drew on the teachers' experience of 
diagnosing their students' developmental levels . 
Snyder and Anderson's "productivity paradigm" 
(Appendix K) inspired the tone or mood of the sessions. The 
design of the sessions encouraged collaboration among the 
teachers. It was an opportunity for participants to work 
together as professionals, building on strengths and 
increasing their skills. 
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Objectives 
The objectives of the study were that after 
participation in the developmental assessment training 
sessions the participating teachers would be able to: 
- identify levels of affective and cognitive 
development from model samples of student dialogue and 
from examples of the teachers' own students' dialogue. 
- initiate dialogue that assists the students to expand 
their existing level of development and/or to move, if 
they are developmentally ready, into a different level. 
- offer a variety of teaching strategies appropriate at 
each level. 
- plan classes, using DA techniques, utilizing 
information learned about the students. 
Description of the Training Sessions 
.Session I 
The first training session was originally planned for 
mid April, 1990. However, because the principal's heavy 
work load interfered with her selection of teachers, and 
because several school teams, coached by two participants, 
were involved in provincial competitions, the sessions were 
postponed until May 22, 1990, just before examinations. 
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Because the teachers were under stress to finish course 
work and to engage in end-of-term review, I realized it 
would be difficult for them to practice DA techniques 
between sessions. Nevertheless, I decided to go ahead with 
the sessions rather than postpone them until the next fall. 
The participating teachers had not been told anything 
about the study other than that it was part of a doctoral 
dissertation. This was intentional; preconceptions or 
differences in information acquisition might affect the 
results of the pre- and post-tests. In a normal training 
session I would give all participants a detailed 
description. 
This session was held from 3:00 P.M. to 5:00 P.M. All 
six teachers had been in class all day. Most had to hurry 
from their last commitment, with no break. The participants 
spent the first ten minutes, while we waited for everyone to 
arrive, relaxing, eating some of the food provided and 
conversing about students, exams, marking, and end-of-term 
activities. The session began five minutes late. 
I began by welcoming them and thanking them for their 
willingness to give time to the study. Ms. T mentioned how 
bad the timing was for the participants; she felt the 
enthusiasm for the session was lower than it might have been 
had the session been held earlier in the term. I explained 
the circumstances as well as I could. 
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Pre-test. I clarified the need for a pre and post-test 
and stressed that the objective of the tests was to measure 
change. Their scores would not be a measure of their 
teaching skill; the scores would simply indicate whether 
they could identify levels of cognitive and affective 
development using terminology associated with developmental 
assessment. 
Although the pre-test (Appendix D) was designed to take 
less than ten minutes, the teachers requested fifteen 
minutes as no one wanted to "give up" . I observed that they 
reread statements, compared them to other statements, and 
changed their answers. Ms. U commented that now she 
understood how her students felt when they took tests. I 
reminded them that they were not supposed to know all the 
answers; Mr. S responded that he was a teacher and therefore 
compulsive about doing his best. I collected all the tests 
at the same time. I did not score the pre-tests until the 
end of both sessions. For the purpose of this dissertation 
I wanted to avoid teaching to the teachers' incorrect 
answers and thus possibly influencing the results of the 
post-test. 
Introduction. After completing the pre-test, we 
introduced ourselves, telling our names and the subjects we 
taught. I reminded the teachers that these sessions were 
part of my doctoral studies. I assured them of anonymity 
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and their right to leave at any time and told them they 
would have the opportunity to read my description and 
analysis of the study before final publication. I handed 
them release forms to sign (Appendix L). 
They were anxious about their performance on the pre¬ 
test because they did not understand the meanings of the 
terms "sensori-motor", "concrete", "formal" and "dialectic". 
I assured them that most people would not understand these 
terms without experience using DA and that the training 
sessions were designed to enable them to clarify terms, to 
understand developmental assessment, and to use DA 
techniques in a classroom situation. 
The teachers also expressed anxiety about taping and 
transcribing their students, first, because they were 
nervous about having other teachers listen to their class, 
second, because they weren't sure which segments to choose 
and how many would be needed. 
Ms. Q commented that she found listening to her own 
tape very useful. As a result, she said, she discovered 
some things she hadn't realized she was doing. Ms. T had 
analyzed her tape rather than transcribe it. For example: 
- I gave clear instructions. 
- I used humour. 
- I made the best of a student's answer even if it 
appeared to lack merit. 
- I put words in students' mouths,changing their 
- A sexist comment: "Haven't heard from a couple of 
guys yet." 
86 
This teacher looked for her strengths and weaknesses. 
Although it had not been what I had intended, Ms. T said she 
found it a valuable exercise. 
I continued the introduction by commenting on the 
outline I had posted of the content, format and time line 
for the session. I briefly illustrated to the teachers how 
I planned to accommodate their varied learning styles, given 
the environment and time allowed (Dunn and Dunn, 1978). 
Although I had not administered a learning styles inventory, 
by creating opportunities for different preferences, I 
enabled the participants to choose their own options. 
I explained that my teaching style would become less 
directive as their competence with DA increased (Hersey and 
Blanchard, 1982) . I would have more input into the 
discussion during the information segments of the sessions 
and would move into a coaching and/or supportive role during 
the practice and summary. As one goal of the training 
sessions was that they be able to use DA for themselves, I 
0xplained my goal to be able to delegate more of the 
discussion and analysis to them by the end of the second 
session. 
In order to provide a tangible experience upon which to 
base the definition of the levels of DA, I handed each 
participant a flower. Each one looked at and touched their 
flower. Ms. R commented that it had been a long time since 
anyone had given her one. There were some playful puns and 
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laughter, and there were expressions of pleasure on each 
face. This activity broke the residue of tension remaining 
from the pre-test and provided a common experience of each 
level of DA. It also provided a transition into the 
information section of the session. 
Using a chart to record responses, I asked the 
participants to brainstorm a description of the flower, 
using all their senses. I put "sensori-motor" at the top of 
the page. Descriptive words and phrases came quickly, 
everyone contributing as they touched, smelled, saw and even 
tasted their flower. I wanted them to know how they would 
". . . see, hear and feel the [flower] through sensory based 
data."^^ Their relaxed body postures, consistent attention, 
smiling faces and active participation indicated to me that 
they enjoyed the process. 
I then asked them to describe exactly what they saw, 
beginning at the bottom of the stem and working methodically 
upwards. They took this task seriously, looking carefully 
at the way the leaves and petals were joined to the stem, 
and the relationship of the centre to the petals. I labelled 
this page on the flip chart "concrete". My purpose was to 
have them describe the flower in a linear, sequential 
manner. 
^^Allen E. Ivey, Developmental Therap_y., (San Francisco. 
Jossey-Bass Publishers, 1986), page 10. 
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Looking at the words and images brainstormed in the 
first parts of the exercise, I suggested we write a poem, 
concentrating on the analysis of the meaning of the flower 
to each of us. I assured everyone that form and rhyme were 
not vital. My purpose was to encourage the teachers to 
describe their perception of the flower ". . . as a pattern 
and to identify their behaviour/thoughts/feelings as 
repeating in several situations."^® We therefore explored 
our perceptions of flowers: did other flowers have similar 
meanings for us, was there a pattern to our reaction to 
flowers? I labelled the input from this discussion 
"formal". 
We ended with an integration and synthesis of our 
perception of flowers. We analyzed our analysis, and 
examined our reactions to flowers and the effect of these 
reactions on our lives. We talked about how other people 
and cultures might react to flowers. We challenged our 
assumptions about flowers. The enthusiasm and participation 
continued, and the humour and interaction between the 
teachers suggested their continued enjoyment of the 
activity. I labelled this page "dialectic". 
This exercise exemplified the essence of DA. Sensori- 
motor, concrete, formal, and dialectic are the stages of 
Sandra Rigazio-DiGilio, Mary V. 
Assessment Training Manual", 
^®Allen E. Ivey, 
^A^he^st', Ma^riniversity of Massachusetts, unpublished 
paper, 1990), page 4. 
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cognitive and affective development that Ivey maintains are 
necessary for balanced understanding of an event, task and 
/or problem. The flower exercise gave each participant a 
similar experience of understanding a flower from four 
different levels of cognitive and affective development. 
The introduction took thirty minutes. 
Information. Because of the time spent on the first 
two sections of the session and because I sensed the 
teachers were ready to find out what DA was all about, I 
chose to concentrate on Ivey's "levels" rather than on other 
theories. I used overheads to emphasize my points, 
stressing that we move through levels again and again, that 
higher consciousness is not necessarily better, and that 
there is potential for both horizontal and vertical 
development. I touched briefly on tasks at each level 
associated with adolescents and ended with Ivey's spherical 
conceptualization of his four levels of cognitive and 
affective development (Figure 1.2, page 8). 
I handed each participant a copy of the Developmental. 
Assessment Training Manual (Appendix A) and asked them to 
produce their transcribed classroom dialogue (Appendix M) . 
Mr. S did not have a transcription, since his tape had been 
inaudible. 
During the information section of the first session, I 
had planned to be directive and to focus on providing 
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I did not specific, factually-oriented material on DA. 
expect much discussion at this point. 
I gave a summary of the "Opening Presentation of an 
Issue" (training manual, page 146). I explained that 
encouraging undirected discussion at the beginning of a 
class or discussion of a new theme could be an opportunity 
for a teacher to understand the preconceptions and 
perceptions a student brings to a subject or issue. This 
involves the teacher giving a general lead to the students 
and then listening to verbal cues that would indicate a 
level of cognitive and affective thought. Some examples of 
leads might be "I'd like you to talk about ..." or "let's 
discuss . . These type of statements are less likely to 
direct a student to a particular level of DA than , "what do 
you think . . .", "what happened . . .", "what did you see 
. . .". The latter statements are perfectly acceptable open 
questions if the teacher wishes the student to respond from 
a specific cognitive or affective perceptual level. 
Such general discussion can provide useful diagnostic 
information on two levels. It can give the teacher a sense 
of the level the group seems most comfortable with, and it 
can help her/him recognize individual student's preferences. 
Plans for subsequent lessons can utilize this information. 
There was no discussion at this point. 
We turned to page 5 in the manual and looked at 
"Sensori-motor/elemental Issues". I stressed the key words 
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"see, hear, feel" and talked about how using this level 
might enrich class discussion and assignments and increase 
the students' ability to internalize information. Our 
senses — seeing, hearing, smelling, tasting and touching — 
are the means for garnering information and the basis for 
our feelings at the sensori-motor level. For example, a 
discussion of what students see, hear and feel when fighting 
with someone could be compared with what a character in a 
novel or history was seeing, hearing and feeling in a 
comparable situation. For the individual an awareness of 
sensory reactions to tests (queasy stomach, tense muscles) , 
to assignments (headache), to speaking before classmates, to 
criticism, or to issues being discussed could enrich the 
teacher's awareness of students' reactions. The 
participants were still quiet. 
At this point I described the function of the affective 
domain at each level. Affective development refers to 
emotional development. We have feelings at every level, but 
we interpret our feelings differently in each level. For 
example: the use of the question "what are your feelings 
about ..." asks for the student to react affectively. 
This could lead to a description of feelings based in a 
sensori“motor level where emotion is a bodily sensation. My 
stomach is all knotted with anger .... 
The question could also lead to a concrete description 
of feeling. At the concrete level an individual has the 
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to describe or control affect, reversibility in 
feelings, linear causality, outwardly expressed and 
described only from their own experience. For example: "I 
enjoy school . . "i enjoy school but I don't tell anyone 
because . . "I like her and she likes me . . "I'm 
angry because . . .". 
A formal response to this same question would analyze 
patterns of feelings, recognizing their complexity and 
perhaps recognizing similar feelings in others; "I have 
mixed feelings about . . "I often feel . . 
In a dialectic response students would integrate their 
feelings into thought and action. They would be put into a 
context that recognizes complexity, challenges assumptions 
and is aware of other perspectives. "There are many ways to 
interpret my feelings . . .", "I feel . . . but when I 
realize he felt . . "As I examine my feelings I see 
changes . . There was still silence on the part of the 
participants. I had been talking for about ten minutes. 
After making the above clarification I mentioned that I 
had not noticed the sensori-motor level being used often in 
the classes I'd observed. At this point the participants 
began to contribute their input. They said this was true 
for most of their classes as well. They indicated that they 
weren't sure how to use sensori-motor information. 
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Ms. U described one of her classes where they were 
discussing how one might know that a child needed affection 
without that child asking directly. 
T. - We all need affection but we don't know how to 
ask. So I want you to tell me how a child in a 
classroom might ask for affection without directly 
coming up to you and saying: "Sue, I need a hug." 
S. - A kid might come up and grab your hand if you're 
going somewhere. 
T. - Touch is very important. That's one of the ways 
of reaching out. 
S. - Telling you about something that happened. I 
don't know. He lost something or a toy got broken. So 
you'll feel sorry for them. 
T. - You people have isolated two really important ways 
we can reach other people or that we can show 
affection. One is by listening, the other by touch. 
The group agreed that this interaction had been effective in 
eliciting the desired responses and I shared my opinion that 
this was a concrete interaction, establishing patterns that 
would encourage students to engage in a more formal 
analysis. Ms. U commented that she noticed this dialogue 
exemplified a pattern in her teaching style. She would 
elicit concrete responses from her students, establishing 
patterns associated with the formal level. Instead of 
allowing the students to make the connection and move to the 
formal level themselves, she would always make the 
connection for them. Ms. U was able to use her transcribed 
tape and the DA framework to analyze her own teaching style, 
recognize her strengths and weaknesses, and plan an 
alternative strategy. 
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I encouraged the teachers to brainstorm strategies 
using sensori-motor cues. I stressed the idea that we were 
developing alternatives, it was not a question of being 
better or worse than their origional strategy. We were 
working together as professionals to increase our diagnostic 
repertoire and our teaching options (Snyder and Anderson, 
1986) . 
Ideas included asking the students to visualize how 
they might let someone know they needed affection, and what 
they would see, hear, and feel in the process. What might 
the child be seeing, hearing, feeling as s/he asked for 
affection? 
As the teachers became more involved at this point, I 
became less directive, interjecting information and/or ideas 
rather than telling them and encouraging the teachers to 
share their opinions. 
Because of the extent of the unplanned discussion, my 
time line was completely skewed; we had 50 minutes left. I 
asked the teachers to choose whether they preferred to 
continue defining the levels using their dialogue and 
carring on with their discussion or to have me define the 
levels quickly and move to the role playing and video¬ 
taping. The unanimous decision was to continue the 
discussion. The teachers were not familiar or comfortable 
with role playing before a video camera and were concerned 
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that too much time would be spent adjusting to the 
equipment. 
I outlined the key words associated with the concrete, 
"do, if . . then", and we looked at the examples in the 
training manual (page 7). They shared from their classroom 
dialogue. We decided the following quotation was an example 
of early concrete. In this lesson, Ms. Q wanted the student 
to understand the specific details in the novel prior to 
understanding more abstract concepts. 
T. - What is the setting of the novel? 
S. - The setting is in X country and it is an old 
farmhouse, with the Jones family, the two kids and 
Claudius . . . 
T. - What country is it in? 
S. - Georgian? 
T. - But that's the country of ... we are Canada. 
S. - The United States. 
T. - What are some of the things that they tell you 
about what it looks like there? 
S. - It's peaceful, it's sunny, it has green green 
grass, flowers. 
In comparison, an example of late concrete was ". . . if a 
woman took steroids what could happen to her body?" The 
purpose of this class was to understand the results of 
Q0j-tain actions, an excellent illustration of if . . then 
linear thought. 
All the participants said they used the concrete level 
most. They believed this was because traditionally the 
subject matter often lent itself to this level and because 
teachers and students felt comfortable here. 
we had more difficulty finding examples of the formal 
level, we read the section in the manual (page 9) looking 
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for the key words, "pattern, pattern of patterns" and for 
abstract thinking. We discussed then the examples in the 
manual. 
Most participants decided that reaching the formal 
level with their students was one of their goals. However, 
they expressed their conviction that all students weren't 
necessarily ready to work in the abstract. We agreed that 
in these cases our objective should be to increase the 
students' depth within their existing levels and thus their 
readiness to move to another level. 
We looked at the technique of using the concrete to 
build a repertoire of examples that could be examined by the 
student for patterns. We agreed that it might not always be 
possible to work into the formal but that more could be done 
to increase students' readiness to move. Ms. R suggested 
that she could use the formal more easily when she was 
working with a student one on one. She shared the following 
example: 
^ . .Mr. King, the Prime Minister, refused to 
allow a boatload of Jewish refugees or immigrants land 
in Vancouver. They were eventually sent back to Europe 
where most ended up in the death camps. Why do you 
think King would do something like this? What are the 
implications? 
S. - Perhaps the Germans would have declared war on us. 
(concrete if . • -t then thinking) 
T. - What does it possibly tell you about Canadian 
society at that time? 
S. - We were very protective. 
T “ Of? 
s' - Ourselves, and our land, and our people. 
t‘ - What else does it tell you about Canadian society 
if we turned back a boatload of Jewish refugees or 
immigrants? 
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s. - I don't know. 
T. - What was the Canadian people's attitude to the 
Jewish boatload? 
S. - Sounds as if we were anti-Jewish ... I wonder 
what was going on here to make us turn them away? 
We used this dialogue to illustrate what seems to be a 
common pattern: a teacher asks a formal question and gets a 
concrete response. Then s/he asks a more specific question, 
still looking for a formal answer and this time s/he gets an 
abstract response, "We were very protective". The student 
repeats this pattern, but the teacher's final question again 
seeks to move the student to the formal level. The teachers 
agreed that they would like to be able to work with the 
students at the formal level more often and with more ease. 
Dialectic is a complex level: integrating, 
synthesizing, challenging assumptions, and perceiving other 
viewpoints. We discussed the key words: "integrate, put 
together, challenge". The participants found that although 
they had not brought any examples of using dialectic 
thinking in their classrooms, they could remember several. 
We decided that the dialogue quoted above had the potential 
of becoming dialectic by challenging a possible assumption 
that Germans were the only anti-Semitic population during 
the Second World War. 
Mr. S described a lesson that he considered one of his 
most successful, based on a kit called "Survival". The 
students were put into small groups and each group was given 
a task card outlining materials available to them for 
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survival. Using only the given materials they had to 
perform certain tasks in order to survive within a limited 
time frame. Mr. S said the students were quite upset, 
arguing among themselves, wanting to quit, yelling, trying 
to take the materials for themselves. Then one or two 
emerged as leaders and began to urge the others to share 
materials and divide the tasks — in other words, to 
cooperate. Soon most groups were working well. After they 
had finished their tasks, the groups were asked to analyze 
what had happened and share this with other groups. Several 
students questioned the value of the exercise, examining the 
assumptions inherent in the design. Throughout the lesson 
the teacher observed high levels of involvement, discussion 
and change in attitudes. He said he believed the students 
found it valuable. We agreed that this exercise utilized 
all four levels of cognitive and affective development. 
The teachers expressed their opinion that a dialectic 
perspective could be useful to adolescents, who are 
exploring assumptions about their "self" and about the 
society around them (Erikson, 1968; Gilligan, 1982; Kegan, 
1982; Steinberg, 1985) . We discussed the possibility that 
providing students with the opportunity to challenge 
assumptions in a controlled situation, based on accurate 
information (sensori-motor, concrete) and clear analysis 
(formal), could teach them a valuable skill. 
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Closure. We had used almost the full two hours 
available. I quickly discussed the tasks I wanted 
participants to accomplish before the next session: 
- initiate a discussion with a student(s) at each level 
of DA; bring examples to the next session. 
- each participant decide which level is their most 
comfortable (most often used) outside class? This 
information plus examples to support their decision 
would be shared in the next session. 
Most of the teachers were conducting "review classes" for 
those students required to take the upcoming examinations 
rather than their usual classes. They agreed to try to use 
DA if possible but said it might be difficult as their task 
was to answer students' specific concerns. They decided it 
would not be appropriate to have me visit their classes. We 
set a date and time for the next session. 
Session II 
The second session took place during review week so we 
were able to choose 1:00 to 3:00 PM, an hour more convenient 
for the teachers. I again provided nutritious food, 
unfortunately Ms. U had had to schedule an extra review 
class and was unable to attend. The group as a whole seemed 
to have less energy; their bodies slumped in their chairs; 
their conversation was less animated. Some still had work 
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to do on examination papers that had to be submitted to the 
office for typing the next day. 
Introduction. I welcomed everyone back. I outlined 
the content/ format and time of the session on a flip chart. 
I stressed that my role would be facilitative, not 
directive, during this session; that I hoped to spend time 
on specific, useful material that they had generated. The 
teachers requested a review of the four cognitive and 
affective levels so, using flip chart paper, we brainstormed 
key words associated with each level. This took fifteen 
minutes. 
Information. I initiated a general discussion about 
the participants' successful and unsuccessful attempts to 
use DA. The consensus was that it was much easier to 
recognize a group's level than an individual's from 
listening to their talk. They could see their whole class 
moving, or not moving, through different levels but they 
found they still could not accurately identify an 
individual's level. 
Several had brought more examples of dialogue, though 
some had found pre-exam pressures too great to find the time 
to tape and transcribe a class. Everyone had tried to 
diagnose their students' levels and had attempted to 
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initiate activities or dialogue to help students who were 
developmentally ready to move to a different level. 
We decided it would be most useful to work together 
with specific examples. Ms. Q described working with a 
student who she felt was not developmentally ready to use 
formal thought. She shared dialogue from a class as well as 
her frustration at not being able to help the student 
connect separate concepts. She wanted the student to 
describe the setting of a novel they had been reading. The 
student was able to say that the novel took place in a 
specific city but had no sense of what part of the world the 
city was in or when the story took place since that 
information was implicit rather than explicit. For example: 
S. - I'm not sure what the year is. It's maybe in the 
nineteen hundreds or something? 
T. - Okay, well, did they have cars? 
S. - No. I don't think so. 
T. - Okay, so about what year would it be? 
S. - Probably in the late eighteen hundreds or early 
nineteen hundreds. 
T. - Are there any other hints there? 
S. - . . . they said earlier that they, if they, if somebody 
would buy something they'd switch with food instead of money 
• • • 
T. - A barter system. 
Ms. Q went on to describe her attempts to have the student 
understand that the information s/he needed was in the book 
but needed to be interpreted. We discussed different 
strategies the teacher might use, attempting not to find the 
answer but to develop more alternatives. Some ideas 
included greater use of the sensori-motor, to encourage the 
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student to visualize situations in both the novel and 
her/his own life. Another thought was to be more systematic 
about identifying parallel examples, to allow the student to 
see patterns more easily. 
Ms. T said she had been rereading her dialogue from 
the last session and had thought of a new interpretation for 
a student's comment that had puzzled the teacher. She had 
been discussing the types of problems a person might face in 
the arctic region. Students' responses were concrete: 
getting food, long, cold winters (laughter), transportation, 
etc. Then a student whom Ms. T perceived as bright, serious 
and rather shy gave the following response: "The water's 
always too cold for the beaches, you never have beaches." 
The class laughed. The teacher had felt at the time that 
the response was too glib to be in character. After 
rereading the transcribed dialogue, she now believed that 
the student's response had been formal and that she had 
interpreted it as concrete and therefore completely missed 
the student's point. In retrospect, she would have liked to 
explore why there are no beaches as we know them in the 
arctic, what arctic beaches are actually like and why. We 
agreed that this was an example of where knowing a student's 
usual level of development might enable a teacher to better 
understand a statement or answer that might otherwise be 
interpreted as being at another level. 
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We discussed the use of DA within the teachers' 
disciplines. As science relies heavily on 
accurate observation, clear recording of sequenced events, 
and analysis and questioning of assumptions, the teachers 
believed DA techniques would be highly supportive of the 
students' acquisition of these skills. 
We then considered relevant applications in language 
and literature (English, French, Spanish), for example: the 
sensori-motor to set the scene, the concrete to clarify the 
story line, formal to analyze the characters and events and 
the dialectic to question the author's and reader's 
assumptions, and to integrate and synthesize. Several of 
the teachers used the terminology developed by Bloom in his 
Taxonomy of Educational Objectives (1956). They felt that 
DA techniques could be used to move students through Bloom's 
levels of thinking. We found similar applications in 
geography and social studies. 
This discussion led naturally into the next segment of 
the session, practice. 
The information section took fifty minutes. 
Practice. As the group had an excellent rapport by 
this time, no one wanted to split into smaller groups or to 
work individually. The participants maintained they would 
get more out of sharing ideas than working alone. Because 
the pre-test took fifteen minutes, I had to allow the same 
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amount of time for the post-test. This meant I had to allow 
thirty minutes for "closure". That left us with twenty-five 
minutes for practice. The group again elected not to role 
play using video equipment. 
We examined two aspects of course planning, long term 
and short term, asking the question: if we believe it is 
valuable to have students understand an issue/topic/problem 
from the four cognitive and affective levels, how will DA 
influence our planning strategy? The planning was done for 
the class as a whole, recognizing that individual levels 
might vary. 
Consciously including opportunities for sensori-motor 
perceptions would be new but most said they felt it would be 
possible and could be useful. The concrete was a strength 
to build on. They decided that perhaps they could be more 
aware of setting the stage to move into formal. The 
teachers all had experienced using abstract questioning and 
paraphrasing techniques but felt they would like to use 
more. They would like to consciously introduce 
opportunities for challenging students' and their society s 
assumptions. They also believed that students 
understanding of perspectives other than their own, should 
be a goal. 
Ideally, the group decided that as they introduced an 
issue/topic/problem to their students they would plan to use 
sensori-motor and concrete predominantly. As the students 
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increased their knowledge and understanding of their 
personal perceptions they might be able to spend more time 
analyzing. The group enjoyed the idea of challenging the 
students to question assumptions, though they decided this 
would be appropriate toward the end of the 
issue/topic/problem. l reminded them that students would 
continue to move back and forth through the levels and that 
just because they could use all four to understand one issue 
did not mean they could do this with a different issue. 
We ended this discussion after twenty-five minutes. 
Closure. I reminded the teachers that I had a post-test 
and an evaluation form for them to complete. I sensed less 
tension than during the first session; participants smiled 
and indulged in some good-natured teasing. But the 
concentration, frequent erasing of answers, and rereading 
were similar to the pre-test. After fifteen minutes I 
collected the post-tests and handed the teachers the 
evaluation sheet. They completed this with little comment. 
We ended the session with informal questions. 
Data Collection and Processing 
The data collected for this feasibility study are the 
pre- and post-tests described above, the evaluation 
questionnaire described above, dialogue from the 
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participating teachers' classrooms, and dialogue from the 
pilot study. The raw data are included in the Appendices. 
The scores of the pre- and post-tests were compared. 
The answers were examined to see if the teachers found one 
level easier to identify than another. For example, were 
more sensori—motor statements than concrete statements 
answered correctly? 
The responses to the questions on the evaluation form 
were analyzed, concentrating on the teachers' perception of 
their ability to use DA techniques. 
The dialogues from the participating teachers' 
classrooms were used to substantiate their analysis of their 
own style. The dialogue from the pilot study, with its 
rating of developmental assessment levels, is in Appendix B. 
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CHAPTER IV 
ANALYSIS 
Introduct1nn 
This chapter contains the analysis of the developmental 
assessment training sessions in two parts. The first part 
analyzes the results of the pre- and post-tests 
(Appendices D, E and F) and the teachers' comments and 
examples in their responses to the evaluation form 
(Appendix H) . Part II analyzes the content and design of 
the training sessions based on the findings in Part I and on 
the actual conduct of the sessions. 
Analysis of the Pre- and Post-Tests 
and the Evaluation Form 
The pre- and post-tests were analyzed separately, 
looking at the number of correct answers teachers scored on 
each, the number of correct answers at each DA level, and 
the questions which seemed to give the teachers the most 
difficulty. The results of the two tests were compared, 
including the total number of correct answers at each level 
The evaluation form was analyzed from two perspectives, the 
individual responses and trends in the responses from the 
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group. Both the teachers' responses and the examples from 
their classrooms were examined. 
Pre-Test 
Six teachers took the pre-test. Only five will be used 
for comparative purposes with the post-test because the 
sixth, Ms. U, was unable to attend the second session. 
Ms. U's responses will be used only in the description of 
the results of the pre-test. 
Mr. P, Ms. Q and Ms. U had ten correct answers out of 
twenty, Ms. R had seven, Ms. T had six and Mr. S had three. 
I found the fact that three teachers answered half the 
statements correctly encouraging. It indicated that either 
they were building on concepts that were not completely new 
to them or that the concepts were self-evident enough to 
enable them to make intelligent guesses based on their 
0xisting knowledge. In discussing the concepts afterwards, 
the teachers reported that though they had had some exposure 
to these terms, none had thought to apply them directly for 
diagnostic purposes in their classrooms. 
Out of thirty possible correct answers in each 
category, there were twenty correct responses to sensori¬ 
motor statements, twelve to concrete statements, seven to 
formal and seven to dialectic. One reason for the greater 
number of correct responses in the sensori-motor and 
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concrete could be because of the greater complexity of the 
formal and dialectic levels and the accompanying subtleties 
found in these statements; this would make such statements 
to identify. Another reason could be the 
teachers' relatively greater familiarity with the sensori¬ 
motor and concrete levels. 
There were four guestions that three or more teachers 
answered with the same incorrect response. Statement five 
(page 170) is dialectic, but four teachers thought it was 
formal. The word "analyze" is deceptive here as it is often 
associated with the formal; however, the fact that the 
statement in question requires analysis from different 
perspectives indicates that this statement is dialectic. 
Four teachers thought statement nine (page 171) was 
dialectic, though it is actually formal. One characteristic 
associated with the formal level is awareness of complexity, 
this differs from the dialectic where complexity is 
associated with an awareness of other points of view and the 
effect one perspective could have on another. 
Three teachers rated question twelve (page 171) as 
dialectic. The statement is an example of "if . . . then" 
linear thought. In this statement the speaker has not quite 
moved into identifying a pattern of behaviour: therefore 
the statement is concrete rather than formal or dialectic. 
Three teachers thought statement nineteen (page 172) 
was formal. In this statement the speaker goes beyond 
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finding a pattern and tries to understand a perspective very 
different from her/his own, making this statement dialectic. 
The examination of these four statements highlights the 
importance of listening to dialogue within a context. This 
is one of the difficulties in rating isolated statements 
that is not present in a classroom or a counseling 
situation. Put into a slightly altered context, all these 
statements could be interpreted differently. For example, 
in statement nine, if the speaker were to continue by 
talking, not of complexities due to differences between the 
two Germanys, but of challenging the assumption that the two 
Germanys ought to be reunited and arguing this from various 
perspectives, this formal statement would become dialectic. 
On the pre-test the teachers seemed to have the 
greatest difficulty in differentiating between formal and 
dialectic and between the sensori-motor level and affective 
development. 
Post-Test 
Five teachers completed the post-test. Ms. Q scored 
fifteen out of a possible twenty, an improvement of 5 over 
her pre-test score. Mr. P scored fourteen, an improvement 
of 4, Ms. R scored thirteen, an improvement of 6. Mr. S had 
the most dramatic improvement with a score of twelve, 9 more 
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than in his pre test. Ms. T scored eleven, an improvement 
of 5 (Figure 4.1). This improvement is significant. 
20 
10 
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Ms Q Mr P Ms R Mr S Ms T 
Figure 4.1 Graph of Pre- and Post-Test Results. 
There were twenty-five statements at each level. 
Twenty-three sensori-motor statements were identified 
correctly, seventeen concrete, eleven formal and fourteen 
dialectic. The correct identification of sensori-motor, 
concrete and formal increased by three, five and four, while 
the dialectic doubled, going from seven to fourteen. The 
sensori-motor and concrete remained the most easily 
identified; however, the most improvement was in the 
participants' ability to recognize the dialectic level. The 
participants said they had had little exposure to this 
concept prior to the training sessions, so any clarification 
should lead to some improvement. 
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There were four statements that were incorrectly 
identified by three or more participants. Statement seven 
(page 173) is concrete, an example of linear causality: 
politicians make me mad . . . because . . . This could be 
interpreted as formal (identifying patterns); however, the 
speaker is using concrete data and shows no evidence of 
ability to analyze or coordinate complex information. This 
is a subtle point and again illustrates the importance of 
taking statements within their context. 
Statement nine (page 174) is formal, but three 
participants thought it was dialectic. This statement is an 
example of the awareness of complexity associated with the 
formal level. The speaker has not questioned the assumption 
that politicians have to play the game or that they are not 
all honest. Such questioning would make it a dialectic 
statement. 
Statement fifteen (page 174) challenges the assumptions 
that politicians are not honest and are only human, thus 
making it dialectic. It could be interpreted as formal if 
it were seen as an analysis of patterns, "... this 
attitude is a pattern for me." 
Statement eighteen (page 175) is also dialectic. It is 
tempting to label it formal because it is an analysis of 
U.S. and Soviet actions. However the speaker is attempting 
to compare two vastly different perspectives on the same 
situation and put them in context. 
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The analysis of the answers on the post-test indicates 
that differentiation between the formal and dialectic levels 
continues to be difficult. Answers on the post-test did not 
indicate confusion about distinguishing the sensori-motor 
level from affective aspects of concrete, formal or 
dialectic. 
Evaluation Form 
The evaluation form was designed to elicit the 
teachers' perceptions of whether they had achieved the 
training sessions' objectives or not (Appendix G) . They 
were asked to illustrate their answers with an example. 
There were seven questions on the evaluation form and 
five teachers responded. Ms. Q, Ms. R, Mr. S and Ms. T 
answered "yes" to all seven questions, Mr. P qualified his 
answers with "sometimes", "I'm better . . .", "to some 
extent" and "not really . . The teachers believed that 
they understood DA and felt they were able to begin to use 
it in their classrooms. However, experience has taught 
supervisors that there is often a large gap between a 
teacher's belief and her/his practice (Glickman, 1985; 
Goldhammer, 1969; Joyce and Showers, 1988; Snyder and 
Anderson, 1986; Whitehead and Dow, 1982). As I was unable 
to observe in these teachers' classrooms, I cannot comment 
on whether the gap exists in this case or not. The belief 
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that a skill or technique is relevant and possible to 
achieve is one step toward change and implementation 
(Fullan, 1982; Rogers, 1983; Wolf, 1986). The positive 
answers are more significant in identifying the existence of 
the motivation to use DA than the ability of the teachers to 
implement DA. 
The examples the teachers chose to illustrate their 
answers were informative, since they provided me with data 
to evaluate what the teachers had understood about DA. 
The first question asked if the teachers believed they 
were able to identify different levels of cognitive and 
affective development within their students' dialogue. Mr. 
P responded "sometimes, but I still find it difficult" and 
cited the post-test as an example. Mr. S found he was able 
to tell the difference between "general level" students and 
"advanced level" students by the differences in their 
answers. "General level students just want to answer the 
questions. Advanced level students often want to analyze 
their answers." Ms. Q said of her general class: "Even if 
I asked a formal question I would receive a concrete 
answer." 
The responses indicate that this group of teachers 
believe the can more readily identify the DA level of a 
group than of an individual. 
Ms. R responded to the first question by 
differentiating between her use of cognitive and affective 
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approaches. The response indicated a willingness to include 
more discussion in the affective domain, for example: "Do 
you feel the accusation against Germany [WW II] is 
justified? This teacher did not refer to the different 
levels of DA. One reason could be that during the sessions 
I did not differentiate specifically enough between the 
affective and the cognitive domains within each DA level. 
Another reason could be that the question itself was 
misleading. 
The second question asks whether the teachers believe 
they can initiate dialogue to move their students through DA 
levels. The assumption underlying all movement through 
levels of DA is that the individual is developmentally ready 
in Piagetian terms. A student who has not reached the 
"stage" of formal development (Piaget, 1968) will not be 
able to move to the formal "level" (Ivey, 1986) . 
Mr. P believed "... just having all categories 
identified helps constructing lesson plans that are flexible 
enough for movement. (It doesn't always work out though!)" 
Ms. T found "... [her] class could be brought to the 
different levels by the phrasing of questions in particular 
ways." Mr. S found he could achieve this ". . .by allowing 
students ... to draw their own conclusions, for example: 
survival game, advertizing to children debate." These three 
responses exemplify general strategies to utilize DA rather 
than specific verbal techniques. 
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Ms. R gave an example of questions she might use to 
encourage formal and dialectic thinking: "[On] the question 
[of] why women could not vote before 1921: have the student 
explore social attitudes toward women then and today. Have 
women really made progress in society?" The examples the 
teachers have chosen illustrate their understanding of the 
use of DA to diagnose and plan for their class, not for 
individuals. 
Ms. Q believed she was beginning to initiate dialogue 
but needed me or a peer to work with her. "I would want to 
try to move . . . into another level and I would not know 
how to accomplish the move I would get so involved I 
would forget what went on and not be able to duplicate the 
session." This teacher has summarized the reason I had 
included work with the teachers in their classrooms in the 
plans for the training sessions. 
Ideas for teaching strategies included: "... the 
team concept is extremely important . . . VARIETY is the 
key.", "small groups", "debates, video, [role playing] 
games." Two teachers used an example of planning a 
scientific study of rocks. They would have students examine 
rocks and minerals (SM), state the facts about them (C), 
classify rocks into groups (F), and have students develop a 
new way of grouping rocks or ask them if rocks and minerals 
are important to a country (D) . The teachers were aware 
that their repertoire of teaching strategies would have to 
in 
be expanded if their goal was to move through as many levels 
of DA as the students were developmentally ready to use. 
They did not demonstrate an ability to associate different 
strategies with specific levels of DA. 
Question four asked the teachers if they believed they 
could plan classes to take advantage of information learned 
through using DA techniques. Everyone answered "yes", and 
three included comments. Mr. P said he found it easier to 
plan "different activities . . . having shared techniques 
and ideas during the [session]." This teacher is aware that 
it is possible and necessary to increase his repertoire of 
teaching strategies to encourage students to move through DA 
levels. 
Ms. R said she "... would be more comfortable in 
planning small group classes using DA techniques rather than 
a large, formal classroom setting." This same teacher said 
during the session that she felt out of control when she 
used small groups and this feeling made her made her 
uncomfortable. She added that she would like to feel more 
confident about using small groups and allowing students 
more involvement. DA is a motivating factor with the 
potential of enabling this teacher to begin to develop a 
greater variety of teaching styles. 
Ms. Q expressed her need for feedback. She said she 
believed she was able to plan but ". . .it would be nice to 
have feedback as to whether or not the planning was correct. 
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This Also when I get stuck . . . where to go from there." 
teacher is motivated to try to use DA strategies but lacks 
experience with DA and therefore does not have the 
confidence to evaluate her performance. This again reflects 
the importance of a facilitator in the classroom. 
During the sessions as we used dialogue from the 
teachers' classrooms and discussed specific teaching 
situations, I moved toward a "supportive" leadership style 
(Hersey and Blanchard, 1982) . The comments made by the 
three teachers quoted above indicates that they need a 
teacher/facilitator to work with them in their classrooms 
using a "coaching" style. This is an example of how, as the 
task changes, teachers who were able to work independently 
during the training sessions need to move again to work with 
a directive or coaching style. 
The teachers were asked if they could identify DA 
levels in their classes. The responses varied. Ms. R 
believed the "sessions have been quite helpful to me in 
identifying the levels though formal/dialectic still, at 
times, is of a fuzzy nature." This comment reinforces the 
findings of the pre- and post-tests. Teachers seem to be 
more familiar with the sensori-motor and concrete levels. 
The more complex nature of the formal and dialectic make 
them more difficult to understand. 
MS. Q believed she could identify group levels by their 
responses but ” . . .1 found it difficult to place one child 
119 
in one level, as, depending on the interaction their level 
would change." This response was echoed by Mr. P: "I find 
it easier to evaluate whether a class has succeeded in 
attaining the level at which you wanted them to work but I 
find it harder to identify at which level they are situated 
at any given moment." These responses reflect the 
difference between using DA with a group and with 
individuals. Recognizing a group's level of cognitive and 
affective development seems to be more quickly and easily 
understood by these teachers. One reason for this could be 
the small amount of dialogue per student during a class 
period. 
There were unanimously positive responses to the 
question of whether teachers believed they could use DA in a 
class situation. Mr. P wrote: "I think the [session] has 
made us aware of DA enough that we can appreciate its 
importance and try to use it." Ms. Q responded: "I have 
been actively using/thinking about these four levels since 
our last session." Ms. R said: I "can do this quite well 
with independent study as I move the student through the 
progression." These reactions indicated that the teachers 
had actively begun to use DA, beginning to integrate the 
knowledge and skills into their existing framework. 
The last question on the evaluation sheet asked 
teachers if they were aware of their own levels of cognitive 
and affective development in different situations. All five 
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teachers responded that they believed they were. Ms. Q said 
she "... feel[si more comfortable with SM, formal and 
dialectic but [she] tend[s] to teach in concrete to 'fit' 
with the tried and true way." Mr. S believes he is a 
concrete/formal person. When he teaches, particularly 
general level classes, he remains more in the concrete. He 
"would like to move to more dialectic teaching." Ms. T 
commented: "I usually operate in the concrete-formal 
spheres in most situations. I sometimes think in the 
dialectic but seldom teach at this level." These three 
teachers are aware that they teach most often in the 
concrete; however, they are also aware that they themselves 
are able to operate at other DA levels. This awareness of 
their most comfortable (most often used) DA level combined 
with the knowledge that they have the ability to move 
themselves through other levels could give them the 
confidence and motivation to develop an ability to be 
comfortable in all DA levels. 
Mr. P believes that DA combined with [The] Format 
rSystem] (an approach to learning styles by Bernice 
McCarthy, 1980) enables him to ". . . look back at [his] 
interventions in the classroom and see the different levels 
used." This teacher has observed the complementary nature 
of DA and learning styles theories. DA assists the teacher 
to understand the cognitive and affective development of the 
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student, learning styles to help her/him understand the 
essence of how the student learns. 
Ms. R analyzed herself as ". . . currently more 
cognitive than affective but as a Social Science teacher I 
need to push more into the affective domain." She 
recognized her preference in cognitive versus affective but 
did not speak to DA levels. Perhaps the question could have 
been worded more clearly, specifying "DA level" for "level". 
Summary 
The results of the pre- and post-tests showed that half 
the participating teachers answered fifty percent of the 
questions correctly on the pre-test. All five teachers who 
took the post-test improved significantly. These findings 
were encouraging because they indicated that DA built on 
these teachers' existing knowledge and that these teachers 
were able to improve their ability to rate levels of 
classroom dialogue using DA. The pre-test was valuable for 
diagnosis of the participants' existing knowledge. The 
post-test was valuable as an evaluation of the participants 
ability to rate students' dialogue using DA after two 
training sessions. 
The responses on the evaluation form indicated that 
these teachers believed that after the two developmental 
assessment sessions they were able to begin to use DA 
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techniques. They believed that the ability to use DA could 
improve their effectiveness in the classroom. The responses 
also clarified which concepts were best understood by the 
teachers and which needed further explanation and/or 
practice. 
Analysis of the Conduct of the Sessions 
The content and the design of the two training sessions 
were analyzed using the data from the pre- and post-tests, 
the evaluation form, and the data from the sessions 
themselves. The analysis of the content also included 
teachers' dialogue, their analysis of the classroom dialogue 
they brought to the sessions, and the interaction and 
discussion during the sessions. The analysis of the design 
compared the planned design to what actually transpired and 
discussed the reasons for the changes in the plan. 
Analysis of Content 
Because of the research requirements, the pre- and 
post-tests played a different role in this feasibility study 
than they would in a regular training session. They were 
intended to identify change in participants' ability to 
identify levels of DA within students' dialogue; therefore 
the results were not used for diagnostic or teaching 
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purposes. Their potential in these areas will be discussed 
in Chapter V. 
The "Flower Exercise" was designed to give the 
participants a concrete, shared experience. It was planned 
to enable the teachers to experience, as a group, each of 
the four levels of DA. The amount of joy and pleasure that 
this exercise generated for this group was not expected. 
The physical act of giving each participant a flower set the 
mood. The expressions of surprise and pleasure on their 
faces, their comments, and the swing in the atmosphere from 
tension during the pre-test to laughter during the exercise 
indicated the strength of their reaction. 
The "Flower Exercise" did enable the teachers to 
experience the four levels of DA. Throughout the sessions 
they were able to refer back to the written record of the 
brainstorming that had been posted on the wall. I was able 
to remind them of this experience during my explanation of 
the levels of DA later in the session. This concrete 
example generated more concrete examples from their 
experience and from this we were able to identify the 
pattern defining each level of DA. This exercise helped the 
participants move from the concrete to the formal. 
The tapes and transcriptions of the teachers' classes 
were valuable to the participants even though they had been 
anxious about audio-taping their classes before the 
sessions. Ms. T's evaluation of her class (Chapter III, 
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page 86), her comment that she found the evaluation useful, 
and Mr. P's comment on the evaluation form that he found he 
still needed to tape his class to be able to identify levels 
of DA are concrete examples of their usefulness. 
Another instance demonstrating the value of using 
dialogue from participants' classrooms came with the 
teachers' spontaneous use of this dialogue as I explained 
the different levels of DA. As I talked, the teachers would 
search through their transcripts to find examples. They 
were immediately translating my generalizations into their 
own framework. In short, they were beginning to synthesize. 
Although the participants were able to contribute relevant 
and valuable examples from memory, human minds can be 
selective and we can adapt or forget things unconsciously. 
Classroom dialogue, whether taped or written, is 
incontrovertible evidence that can reveal both strengths and 
weaknesses. It can allow an individual the distance for 
self-observation and evaluation. 
The use of the participants' classroom dialogue was 
valuable from another perspective. Change theorists 
maintain that relevance and need are two crucial motivating 
factors for change (Fullan, 1982; Rogers, 1983; Wolf, 1986). 
By immediately relating DA to the teachers' specific 
classroom situations, the need for DA techniques was more 
quickly perceived. The closer an innovation is to existing 
practices and/or beliefs, the more likely it is to be 
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adopted (Fullan, 1982; Rogers, 1983; Wolf, 1986). The use 
of the dialogue encouraged the participants to recognize, 
define and build on their existing strengths and knowledge 
using the DA framework. 
Mr. S was the only teacher not able to bring dialogue 
from his classroom (the dialogue on his tape was too faint 
to be transcribed) , yet he had the most significant 
improvement on his post-test. His score on the pre-test was 
3, which indicates little familiarity with the basic 
terminology of DA. Some of his improvement may be ascribed 
to a clearer understanding of the terms. Although he did 
not have dialogue from his own classroom, he became actively 
involved in the discussion of the other teachers' dialogue, 
relating immediately to their comments and examples. He 
shared his "survival" exercise with the group, describing it 
in great detail, perceiving it to be one of his most 
successful classes. 
Our group analysis of the exercise in DA terms elicited 
other examples of successful lessons that had also moved 
students through the DA levels. The teachers demonstrated 
an innate ability to use DA. The analysis highlighted the 
need to use varied teaching strategies and illustrated that 
it is possible to move those students who are 
developmentally ready through all four DA levels. The 
discussion following this analysis indicated that the 
teachers were beginning to isolate elements contributing to 
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the success of these lessons (the movement through four DA 
levels achieved through varied teaching strategies) and to 
apply them to plans for their own classes. DA allowed them 
to use their strengths more intentionally and encouraged 
them to build on these strengths to develop a larger 
repertoire of teaching strategies. 
The "Developmental Assessment Training Manual" was used 
to explain and clarify the levels of DA. It was visual 
reinforcement of an auditory presentation. Each teacher was 
given a copy to keep; this was intended to also enable them 
to review concepts discussed in the first session and to 
serve for future reference in their classrooms. The 
identification of the key words associated with each level 
seemed to provide to participants with a framework that they 
referred to again and again throughout the two sessions. 
The post-test revealed some confusion between the 
meaning of the words in context and the words in isolation, 
particularly in the affective domain. For example: 
statement four in the post-test (Appendix E) uses the 
sensori-motor words, "seeing" and "feeling . In this 
example the speaker is describing patterns of seeing and 
feeling, making this a formal statement rather than sensori¬ 
motor. We often use the word "feel" to mean "think" or 
"believe" in our spoken language. This confusion should be 
clarified in the manual. 
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The overheads were another means of reinforcing a 
verbal presentation with visual aids. They emphasized 
essential points and were designed for the analytic learner. 
They were used during the information portion of the 
session, enabling participants to visualize unfamiliar 
counseling terms and names. 
Analysis of the Design 
The original design of the two training sessions 
(Appendix I) included the opportunity to practice DA through 
role playing before a video camera followed by immediate 
feedback from the video tape. The successful use of this 
technique in teacher education and counseling (Allan and 
Ryan, 1969; Daniels, 1985; Gluckstern, 1972; Ivey, 
1977/1979/1984/1988) for diagnosis and evaluation was the 
rationale for its inclusion. The discussion about the 
participants' dialogue from their classrooms took far longer 
than planned and was even more relevant than expected. 
Also, the teachers were not comfortable with the idea of 
role playing before a camera. When given the choice between 
further discussion of the dialogue and the role playing 
given the two hour time framework, they unanimously chose to 
continue the discussion. The relevance of the ensuing 
discussion supported this decision; however, I believe the 
use of the video for practice, diagnosis and evaluation 
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would have increased the effectiveness of the training 
sessions. This is supported by comments on the evaluation 
form. "I would like to practice with you/peers to show me 
ways of expanding/moving to a different level." "I'm better 
at it [DA] but don't know if I could do it all the time." 
The design of the second session relied heavily on 
input from the participating teachers. The imminence of 
exams precluded my observation of the teachers' classrooms 
and made it difficult for them to attempt to use DA for 
planning or in their classes. The pressures of time and the 
end of "regular" classes also made it harder to do taping 
and transcribing. Ms. Q and Ms. R were able to tape their 
classes. Mr. P, Mr. S, Ms. Q and Ms. R gave examples of 
using DA on their evaluation forms. Although I would have 
liked to see more material from the teachers, the 
clarification of confusing points, together with the 
material the participants were able to bring and the 
descriptions they shared of their applications of DA 
techniques to analyze their classes' levels, to plan 
activities, and to frame questions or responses filled the 
two hours. In spite of weariness and outside pressures, the 
teachers actively participated, asking questions and sharing 
experiences. 
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Summary 
The data from the pre- and post-tests indicated that 
the five teachers who participated in both training sessions 
were able to significantly improve their ability to 
recognize different levels of DA within examples of 
students^ dialogue. Their comments on the evaluation form 
reflected their belief that they were able to use DA 
techniques in their classrooms. The use of transcribed 
dialogue from the teachers' classrooms made the discussion 
particularly relevant and increased their understanding of 
DA concepts. The "Developmental Assessment Training Manual" 
was helpful in defining the levels of DA and could become a 
resource for teachers to use for future reference and 
reinforcement. The use of video taping for practice, 
diagnosis and evaluation could have increased the teachers' 
confidence and skill with DA. Conclusions and 
recommendations will follow in Chapter V. 
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CHAPTER V 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
Summary 
To meet the affective and cognitive needs of 
adolescents and to choose appropriate teaching strategies it 
is necessary for teachers to be able to diagnose these 
needs. Shor summarized the shared belief of "Sizer (1984), 
Boyer (1983), and Goodlad (1983) [who] all acknowledged the 
failure of the regular school syllabus to address the needs 
and themes of adolescents."^^ 
The review of the literature developed a working 
definition of "effective schools" and "effective teachers" 
(Hampel, 1986; Herzberg, 1966; Erikson, 1963; Kohlberg, 
1972; Gilligan, 1982; Boyer, 1983; Goodlad, 1984; Sizer, 
1984; Snyder and Anderson, 198 6) . It reviewed the work of 
theorists and practitioners who have developed techniques 
that enable diagnosis of individual learning needs (Hersey 
and Blanchard, 1982), styles of learning (Dunn and Dunn, 
1978; Gregoric, 1982) and development (Maslow, 1970; 
Erikson, 1963; Kegan, 1982; Bloom, 1956). 
^’'ira Shor, "Equality is Excellence", Harvard 
Educational Review, (West Rutland, Vt.: Daamen, Inc., 1988), 
page 29. 
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In order to reflect cognitive and affective levels, 
high school teachers should be able to diagnose the levels 
of their students and choose appropriate teaching strategies 
from a varied repertoire. There were two problems addressed 
in this dissertation. If the ability to diagnose affective 
and cognitive levels of development contributes to the 
creation of effective high schools, first, is there a 
technique available that permits diagnosis of cognitive and 
affective levels and, second, can teachers be trained to use 
it? 
Ivey has developed a technique for training counselors 
to recognize these levels within their clients' dialogue 
based on Developmental Therapy (Ivey, 1986) and the research 
of Rigazio-DiGilio (1988) , Ivey and Bradford-Ivey (1990) and 
Conclaves (1988) . The effectiveness of the Developmental 
Assessment paradigm (DA) demonstrated in the counseling 
research and practice led me to explore the possible 
adaptation of DA for use with teachers and in classrooms. 
In 1988, I conducted a pilot study to test whether it was 
possible to identify different levels of affective and 
cognitive development within classroom dialogue. The 
findings were positive. 
As a logical next step to the pilot study, I proposed 
this feasibility study. It was designed to examine whether 
it was possible to train a small group of teachers to use 
DA. I addressed three questions. Could teachers learn to 
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use DA to observe and identify different levels of cognitive 
and affective development using examples of students' 
dialogue? Could they use this information to diagnose their 
students' cognitive and affective readiness at any given 
point of time within a particular task? Would this 
information about their students help the teachers choose 
appropriate teaching strategies? I used the pre- and post¬ 
tests (Appendices D and E), the evaluation form (Appendix 
G) , and the content of two training sessions as the basis of 
my analysis. 
The design of two training sessions (Appendix I) was 
influenced by the assumptions and methodologies associated 
with the "integrated day", Hersey and Blanchard's 
"situational leadership", Dunn and Dunn's "learning styles", 
Ivey, Bradford-Ivey and Rigazio-DiGilio's counselor training 
sessions, and Glickman's and Snyder and Anderson's models of 
supervision. 
Limitations of the study were its small size and the 
fact that I was the researcher, facilitator of the training 
sessions, and designer of the instruments. A valuable 
contribution of the study was that the information generated 
indicated possible directions for further research. Both 
the strengths and the weaknesses of the study affected these 
directions. Possible directions will be explored further in 
the conclusions and recommendations. 
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The post-test scores showed all participants improving 
significantly over their pre-test scores. Comments on the 
evaluation form illustrated the teachers' belief that DA 
techniques could be useful in their classrooms and that DA 
was beginning to affect their planning and teaching 
strategies. 
Conclusions 
The discussion of conclusions and recommendations was 
divided into three parts. The first part draws specific 
conclusions and puts forward recommendations based on the 
detailed analysis of the responses on the pre- and post¬ 
tests (Appendices F and H) and the teachers' comments and 
examples on the evaluation form (Appendix H) that were 
presented in the "Analysis of Pre- and Post-Tests and 
Evaluation Form" in Chapter IV. The second part draws 
general conclusions and presents recommendations based on 
the analysis of the content and design of the actual 
training sessions in "Analysis of the Conduct of the 
Sessions" in Chapter IV. The third section presents 
suggestions for further research. 
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Pre- and Post-TP.<^i-q 
The pre- and post-tests were used for research purposes 
in the feasibility study. They were designed to indicate if 
a small group of teachers recognized different levels of DA 
in examples of students' dialogue more effectively after the 
two training sessions. The tests served this purpose. They 
were not intended to illustrate whether these teachers could 
use DA effectively in their classrooms. 
Analysis of the tests provided a source of information 
about the participants' existing knowledge of DA terms. It 
revealed specific areas of confusion or preconceptions that 
could assist in the planning of future sessions. For 
example: analysis of the pre- and post-tests revealed the 
confusion between a word in isolation and in context 
described in Chapter IV. Discussing the tests with the 
participants could be a useful teaching tool. Debate and 
discussion of the rating of a statement would lead to deeper 
understanding of the basic concepts of DA. 
Evaluation Form 
The purpos6 of the evaluation form was to give an 
indication of the teachers' perceptions of their ability to 
recognize the four DA levels and to use DA techniques. The 
examples given by the teachers as part of their responses on 
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the evaluation form gave a clearer idea of their 
interpretation of the question and their classroom 
strategies. This aspect of the evaluation was particularly 
valuable. The form provided the information I needed but, 
it could be more effective if it were redesigned with a 
separate, labelled space for participants' to put their 
examples. 
One teacher misinterpreted questions one and seven, 
(Appendix H) focusing on the affective and cognitive domains 
rather than levels of DA. Such misinterpretations could be 
avoided by adding the term "DA" in both cases. 
There is often a wide gap between belief and practice. 
There is no substitute for classroom observation; the 
evaluation form, though useful, could not provide the 
information that working with teachers in their classrooms 
would have generated. Classroom observation should be an 
integral part of any future study of DA. 
The participants found it easier to identify a group's 
level of DA than to identify an individual's level. This 
could be due to the relatively small amount of individual 
dialogue per class as compared to the amount of whole group 
dialogue. Recognizing individual levels quickly takes 
practice as well as the ability to allow more opportunities 
for each student to talk. This suggests it would be 
effective to train teachers first to use DA with groups, 
then provide more intensive training to enable them to use 
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DA with individual students and to plan their classes to 
encourage more opportunities for dialogue (Hersey and 
Blanchard, 1982) . 
It was clear from responses on the evaluation form that 
the teachers were only beginning to associate different 
teaching strategies with each level of DA. They were aware 
of the need and had some ideas but believed they needed more 
strategies. There was not enough time in the two training 
sessions to explore this topic adequately. Therefore, an 
expanded training design is needed. 
The Training Sessions 
The "Flower Exercise" was effective because it provided 
the group with a concrete, shared experience of each level 
of DA and because it broke the tension generated by the pre 
test. The tone of the session was influenced by the 
pleasant associations the participants had with flowers. 
They enjoyed being given the flower as a gift. Any object 
that could be examined minutely by each participant could be 
substituted for the flower. 
An equally effective element in the training sessions 
was the use of the teachers' transcribed classroom dialogue. 
It enabled the teachers to immediately relate information 
and techniques to their environment, it encouraged them to 
build on existing strengths and skills and provided the 
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group with concrete data from "real" situations. It served 
to animate discussion and gave participants the confidence 
to try DA in their classes. 
The success of the taping would embolden me to urge 
teachers to overcome their anxiety and use this technique 
not only for the training sessions but whenever they believe 
they need to evaluate themselves. I would stress the 
importance of taping between sessions and sharing these 
tapes with colleagues. It is here that Snyder and 
Anderson's concept of the "productivity paradigm" (1986), 
stressing teachers' collaboration, is crucial. Participants 
must view the sharing of their classroom dialogue as an 
opportunity to work together as professionals. 
The Developmental Assessment Training Manual 
The "Developmental Assessment Training Manual" 
reinforced the verbal presentation of characteristics of DA. 
It provided more detail and examples than I was able to 
provide within the time framework for the sessions. There 
was the possibility that the teachers would use it as 
reference as questions arose between sessions or after the 
sessions. The content of the manual would be enriched with 
more examples. The design could be more "user friendly", 
perhaps including space for the participant to insert 
her/his own examples or to take notes or write questions. 
138 
Concepts should be separated spatially to allow readers to 
perceive them one at a time. There could be suggestions for 
tactile kinesthetic exercises to increase learning 
efficiency for readers with that learning style and to 
reinforce learning for auditory and visual learners. 
These specific conclusions and recommendations form the 
basis for the following more general conclusions and 
recommendations. 
General Conclusions 
Was it feasible to train teachers to use the 
Developmental Assessment paradigm? The results of this 
study indicate that it was feasible/ even in a very limited 
time, to introduce the concepts and techniques of DA to six 
high school teachers. After two (2) two-hour sessions, 
these teachers were able to significantly improve their 
ability to recognize levels of DA in samples of students' 
dialogue and in dialogue from their own classrooms. They 
were able to examine lessons they had taught and analyze the 
DA levels used and strategize alternatives. They were able 
to recognize their own levels of DA. The responses on the 
evaluation form and statements during the sessions indicated 
that they believed DA to be a valuable technique for 
diagnosis and planning. 
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Four hours was not enough time for training. The 
teachers felt confident of their ability to recognize a 
group's DA level, but not confident of their ability to 
recognize an individual student's level. They needed more 
opportunity to understand the differences between moving 
affectively and cognitively through the four DA levels. 
They needed time to practice skills and to strategize 
specific teaching techniques to use at each level. I would 
recommend at least a full-day session followed by a shorter 
second session. 
The "Practice" section of the planned training sessions 
included the use of video taping role playing situations. 
Role playing should be included in any future sessions. 
Time to explore and to become comfortable with the equipment 
must be an integral part of a plain to use video. 
The basic design of the two training sessions was 
effective but there was too much material and there were too 
many activities planned, particularly given the success of 
the transcribed tapes with this group. A different time 
framework would accommodate this. 
One possibility would be to use a Professional 
Development day for the first session and plan for classroom 
observation before a second session that could last two or 
three hours. The design would be similar but using DA with 
a group of students and with individual students would be 
treated separately. More time could be spent on 
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understanding each level in both cognitive and affective 
modes. There would be an opportunity to work with the video 
equipment. The "Flower Exercise" and the classroom dialogue 
would remain a vital part of the sessions. 
Another possibility would be to offer the training 
sessions as a six- or eight-week course (this could be 
adapted to existing course requirements) for practising 
teachers or student teachers. It could stand alone or 
become part of another course. The design would be divided 
into two or three-hour components, allowing participants 
practice between classes. 
The fall would have been a more effective time of the 
school year to have the training sessions. This would have 
allowed classroom observations by the facilitator and more 
opportunity for the teachers to assimilate the concepts and 
skills involved with DA. This would also have given them 
time to use the information they learned about the students 
through recognizing their affective and cognitive levels. 
Also, the teachers would have been under less pressure. 
This feasibility study was a logical sequent to Ivey, 
Rigazio-DiGilio and Bradford-Ivey's research and to my pilot 
study. Positive results in each phase led to new 
exploration. It was the intent of this dissertation to 
establish if the Developmental Assessment paradigm was worth 
further study as a method that could be used by teachers to 
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diagnose the affective and cognitive levels of their 
students. 
The pilot study established that DA levels could be 
identified in classroom dialogue, and the feasibility study 
corroborated that six teachers could learn to use DA. These 
teachers significantly improved their ability to use the 
Developmental Assessment paradigm to identify different 
levels of cognitive and affective development using examples 
of students' dialogue. They were able to use this 
information to diagnose the cognitive and affective 
readiness of their classes. Several found they could use 
the information when they worked with a student one on one. 
These six teachers recognized the need to use varied 
teaching strategies to accommodate different levels of 
development. 
A feasibility study augments a body of knowledge 
f 
because its purpose is to discover if there is a need for 
further research and, if so, in what directions. The 
findings of a feasibility study therefore have value not 
because they are "good" or "bad" but because they suggest 
directions for further study. In this case there was enough 
positive data to suggest that further exploration of the use 
of DA with teachers is warranted. The strengths and 
weaknesses of the design examined in the analysis, 
conclusions, and recommendations suggest directions for 
further study. 
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Recommendations for Further Study 
This study has shown it is possible to train six 
teachers to use the Developmental Assessment paradigm. This 
raises questions for further research. Is it possible to 
train other teachers? Is it possible to train a greater 
number of teachers? Would more opportunity to practice DA 
techniques, in classrooms and during the sessions, increase 
teachers' ability to use DA? Is there another time 
framework that would accommodate DA training needs and still 
be practical for teachers? Could other facilitators train 
teachers to use DA? Over an extended period of time does DA 
become assimilated? Could teachers use DA as a theoretical 
framework for their existing repe:rtoire of teaching 
strategies? Could DA help teachers integrate new (to them) 
teaching strategies into their existing repertoire? 
It would be useful to see if teachers in elementary 
schools, junior high schools and teacher education 
programmes could apply DA to their students' learning as 
well as their own teaching strategies. 
It would also be important to do a follow-up on the 
teachers who participated in this study, examining whether 
they continue to use any DA techniques and if so, how and 
why. 
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The experimentation with different pre- and post-test 
designs and scoring would contribute to the validity of the 
tests. Statements could be organized by theme or topic 
rather than the random order used in this study. Scoring 
could also be weighted to reflect whether a participant's 
answer was close to the correct one or not. 
The examination of different time frames would provide 
valuable data. It would be valuable to substitute different 
objects for the flowers to compare the relative value of the 
positive memories elicited by flowers with the value of 
hands-on experiences. 
Given the positive findings of the feasibility study, I 
would suggest that further study of the Developmental 
Assessment paradigm as a technique for high school teachers 
is justified. 
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APPENDIX A 
DEVELOPMENTAL ASSESSMENT TRAINING MANUAL 
Developmental Assessment 
Trainiii); Manual 
by 
Allen E. Ivey 
Sandra Rigazio-DiGilio 
Mary V. Brodhead 
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Introduction: 
This training manual is an adaptation of the "Developmental Therapy - Rating 
Tratning^nual designed by Allen E. Ivey and Sandra Rigazio-DiGilio as pan of 
Rigazio-DiGilio s doctoral dissertation. (1988) Ivey and Rigazio-DiGilio were working with 
counselors. The adaptation is intended for teachers. 
Developmental Assessment techniques arc based on the theories in Ivey’s book 
Development?! Therapy: Theory into Practice (1986) and the practice described in the’ 
anicles. Developmental Therapy: Integrating Developmental Processes into the Clinical 
Practice" (Ivey and Gonclaves, 1988), "Assessing and Facilitating Children’s Cogniuve 
Development: Developmental Counseling and Therapy in a ase of Child Abuse" (Ivey and 
Bradford Ivey, 1990) and "Structuring Interviews and Treatment Plans with Children: How 
to Use Developmental Therapy (DT) in Counseling Practice" (Bradford Ivey and Ivey, 
1988). 
Development of [the Developmental Therapy] manual was facilitated by discussions 
with Alfred Alschuler, Jay Carey, Oscar Gonclaves, Fred Sweitzer, and Gerald Weinstein. 
Users are encouraged to read Weinstein and Alschuler’s "Educating and Counseling for 
Self-Knowledge Development" in the September 1985 Journal of Counseling and 
Development and "Coding Procedure-ERT2" (undated) by Weinstein and Sweitzer. The 
words "elemental, situational, pattern, and transformation" are originally from Alschuler, 
Weinstein and Sweitzer although we use these words differently." (Ivey and Rigazio- 
DiGilio, 1988) 
The purpose of this manual is to train raters in the Developmental Assessment 
rating system. By working through this manual you may expect to be able to: 
1. Identify the overall cognitive-affective-developmental functioning of a student 
through active listening to informal classroom discussion. 
2. Rate teacher leads and responses as to their cognitive-affective-developmental 
level. 
3. Rate student responses and leads as to their cognitive-affective-developmental 
level. 
The following sections are divided into these major training segments; 
Opening presentation of the issue or subject. This section examines the value of 
informal, undirected listening to students’ discussion of an issue, of creating an opportunity 
to assess students’ most "comfortable" developmental level. 
■Sensori-motor/elemental rating issues. This section presents examples of students’ 
statements followed by dimensions to think about when rating students. Finally, teaching 
strategics for drawing out students’ dialogue and ideas at this level are presented. 
Concrete operational/situational rating issues. Organized as the above section. 
2 
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Formal operational/pattern rating issues. As above. 
D^alectlc/^^ansfo^mational/inte^ration issues. As above. 
Key word summary for assistance in ratinp. 
Openinu Presentation of an Issue 
Understanding students’ perspectiye on an issue, approach to a book to be studied 
or knowledge of a subject should influence the teacher’s planning. Giyen the limited time 
available to be with each student and the quantity of material to be taught, it may be 
difficult to justify time spent listening to students informally discuss an issue. However, 
knowing that certain students are approaching it from a sensori-motor perspective, others 
from concrete, and others from formal, could help in choosing appropriate materials and 
teaching strategies. 
Developmental Assessment techniques allow the teacher to assess a student’s 
cognitive and affective developmental level at a specific point in time on a given task or 
issue. Fifty (50) to a hundred (1(X)) words are usually sufficient to give an indication of a 
student’s level. 
The teacher’s choice of words, phrasing, or questioning will influence the students’ 
responses. A question asking for feelings about something will usually elicit a formal or 
sensori-motor response. Asking for events or for ’'what happened" will often produce a 
concrete reply. General statements such as ’Td like you all to talk about" or "Let’s 
discuss" are less directive than "What are your feelings about. . .", "what you think 
about. . .". 
Ivey and Rigazio-DiGilio have found that it "does seem possible to rate student 
natural language on-the-spot in the interview with good inter-rater agreement. This seems 
important not only for research purposes, but the consistency such^at « chnica ly 
useful as well." (Ivey and Rigazio-DiGilio, 1988) In a pilot study (Brodhead, 1988) it was 
found that classroom dialogue could be rated with good inter-rater reliability. 
Suggested introductory material: 
Goal: 
To cet a broad picture of the student’s perception of an issue. What ate the key 
facts and tte student’s feelings about those facts? How does the student organise 
issue? 
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Skills; 
General opening statements: there are many alternatives, it is important to avoid 
asking for specific feelings, facts, opinions. The way a student chooses to begin can 
be most revealing. 
Questions, reflection of content and feeling, paraphrasing to encourage the 
discussion. 
Summarization at the end to indicate an understanding of the students’ level of 
cognitive and affective development. 
Assessment: 
How does the student organize and describe the issue? 
- Sensori-motor (note basic visual, auditory, kinesthetic components, may 
describe situation somewhat randomly.) 
- Concrete operations (describes linear, sequential specific events... may also 
describe linear if...then...sequences. Tends not to think about self or see 
patterns.) 
- Formal operations (describe issue (problem) as a pattern or identifies 
behavior/thoughts/feelings as repeating in several situations, may prefer 
thought to action.) 
- Dialectic (integrates all of the above, at the more complex levels is able to 
synthesize and view situation from several perspectives, may over- 
intellectualize.) 
4 
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SENSORl-MOTOR/ELEMENTAL ISSUES FOR RATING 
Well, I’m noi sure. My gut hurls. I’m overwhelmed. Last night, I...well 
no...actually we went out...I see red when that happens...you know.,.Well, I’m 
not sure. (The nonverbal dimensions will tend to be jerky and distorted or 
perhaps if the student is depressed there will be no movement at all. In 
cither case, control of nonverbal responses seems to be outside the student) 
Criteria for SM/elemental rating. 
Overall - The subject focuses on pieces (elements) of sensori-based data and 
talks about what is seen, heard, felt. The key words are see/hear/fcel plus you 
may expect randomness in presentation. Emotion is a bodily sensation. 
Affect - little or no distinction between what is seen, heard, and felt (sensory 
input) and her!his own emotions. 
• Subject fails to see self as separate from sensory input. 
• Physical aspects of emotions show clearly. 
• Subject dominated by affect and sensory stimuli ("I’m so confused, 
"I don’t know what to feel.") 
• Global emotions. Either no description of emotion as it is so embedded 
in body of limited description of a broad hedonic stale. 
• Emotion may be pervasive as in a tantrum. 
Cognition - the subject shows little ability to organize these 
elements into a Gestalt. 
• Difficulty in coordinating concepts. 
• Absence of linear description. 
• What is seen, heard, felt is talked about. 
Classroom objectives and techniques: 
Sensori-Motor/EIemental Key words see, hear, feel 
Goal: 
To obtain how the student sees, hears, and feels the issue (problem). Also to make 
the issue more vivid and clear in your mind. Expect fragments and pieces, 
randomness is appropriate, first draw out random pieces, gradually you can integrate 
this raw experience into a more systematic organization. 
5 
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Criterion for stage: 
The student will talk about the situation, self, issue or problem in a relatively 
random way which concretizes the problem. But you may receive fragments which 
can later be organized in sequence and pattern. At this point, aim for experiencing. 
Student says "I see/hear/feel X in this situation." At a more impactful level, the 
student may say, "1 am feeling X in this pan of my body." "My stomach feels 
queasy." (Test Situation) 
Skills: 
a. Visual perceptions? 
What are you seeing? (Change to do if too powerful.) 
Describe the scene where it happened in detail. 
b. Auditory perceptions? 
What are (did) you hear(ing)? 
What are/were people saying to each other? 
How are/did people sounding? 
What are/did you say(ing)? 
c. Kinesthetic perceptions? 
What are you feeling in your body at this moment? 
How are/did you feel? 
Where in your body are/did you feel(ing) it? 
What are/were you feeling while this was going on? 
Using basic listening skills of encouraging, questioning, paraphrasing, and reflection 
of content and feeling to obtain more data. Summarization of key perceptions at 
end before moving on. Be sure to use the student’s important words and 
phrases. 
CONCRETE OPERATIONAL/SITUATIONAL ISSUES FOR RATING 
Yesterday^T was in an accident. I was driving the car on Highway 99 and 
U was raining. As I turned left, I was hit on the side^ I was surprised. 
Later I felt totally frightened. No one was hurt, but the car is nearl^y 
It was a scarv thine. It wasn’t my fault (Nonverbally, this 
studem'tends to appear under internal control. The nonverbals wUI tend to 
match what is said. The student may be expected to take a single 
perspective on the problem.) 
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Late concrete 
The accident happened because the other driver was going too fast, (linear 
causality) 1 was able to control the car because I was thinking about how it 
might be slippery (control of thoughts and implied "ABC" pattern). It makes 
me angry when I see such stupid drivers. (Able to control and describe 
affect) If I get a good lawyer, then we can get even (reversibility). 
Criteria for concrete operational/situational rating 
Overall. Look for linear concrete description. There may be causality and 
"if...tlicn..." type thinking. The major focus will be on concrete specifics of 
the situation. Do is key word. 
Affect. 
• Ability to describe affect. "1 love my girl/boyfriend." "I enjoy school." 
• Control of affect. "I’m mad at her, but 1 won’t tell cause we might have a 
fight." 
• Reversibility in feelings. "I hate her and she hates me." 
• Linear causality. "I’m angry because she ran away." 
• Often emotions are simplistic divided into "good" and "bad" with little 
or no shades of differentiation. Not aware of mixed feelings toward 
the same object - a concrete operational form of splitting all-ioo- 
common in abusive relationships. "I love my wife...I just hit her." A 
difficulty in coordinating complexities and fine points of emotion. 
Either/or emotions. 
• Emotion expressed outward rather than to the inside of self. "I like 
you" as compared with "1 like myself." 
• Emotion described only from own experience - difficulty in seeing 
alternative frames. 
Cognition - subject can separate self from object in a rational way, but 
focuses predominantly on discussion of concrete details. 
. Linear, "lf...,then..." thinking. "If 1 run too fast, I might be a stitch in 
my side. "1 ran slow because 1 didn’t know the area." 
• Knowledge that one can act on the world with predictability. If I turn 
left, I can expect to find the place." u u • / 
. ‘'A-R-C" thinking. Ability to think in antecedents, behavior (or 
thought) and consequences. "Before 1 did that..., then..., and the result 
. Thought and action become separated including 
■T did that.,.because I thought this..." There is ability to think about 
her/his actions and the impact of those actions. 
. Lo^c is applied to situations. Logic-tight thinking may be apparent. 
. Difficulty in seeing alternative perspecuves on situation. 
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Classroom objectives and techniques 
Concrete operations: Key words do, if..., then 
and “P^riences/perccives the situation, 
summarize and assist him or her to discuss the concrete details of the situation in linear 
sequential form with major emphasis on facts. Search especially for antecedent and 
consequent conditions. Discourage funher interpretation. ^ 
Goal: 
To obtain concrete and specific facts and examples. The emphasis is on 
descnpion, not on evaluation or analysis. The student should be able to 
describe the situation and a few basic feelings. At later stages, you may 
move to causation issues. ^ j 
Criterion: 
The student will describe concrete events in a linear, relatively organized 
sequence. In the later stages, the student may be able to organize the 
sequence into linear if...then...*' organization. "If my father does X, then I 
Skills: 
Use questioning strategies and listening skills to draw out information "I 
think I have an idea about how you think and feel about this situation... 
(paraphrase or summarize data from previous segment). It would be helpful 
for me to get an idea of how this all actually happened?" 
Can you tell me specifically what happened? Could you give me a 
specific example? 
What did you say (do) then? 
And then what happened? 
What did the other person say (do)? 
What happened just afterwards? 
With more advanced students the following may be used: 
"If you do_, then what happens?" The emphasis here moves from 
mere description and sequencing to issues of causality. This represents late 
concrete operations? 
What did you feel about that? Student may respond, "1 feel X about Y"). 
What made you feel that way? 
How did you feel about that? 
What feeling word would you attach to that person, idea, situation? 
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Eormal Qperationnj/pattern rating As above. 
Dialg(PUcArflnsfomiationnl/ip,.y.p,j^^ 
to word summary for .>^?fc;c,pnce in mppp 
Opening Presentation of an Isaue 
appn,pLc^ateri;is and 
Developmental Assessment techniques allow the teacher to assess a student’s 
cognitive and affective developmental level at a specific point in time on a given task or 
smden^eveT ^ sufficient to give an indication of a 
The teacher s choice of words, phrasing, or questioning will influence the students’ 
responses. A question asking for feelings about something will usually elicit a formal or 
sensori-motor response. Asking for events or for "what happened" will often produce a 
concrete reply. General statements such as "I’d like you all to talk about" or "Let’s 
discuss" are less directive than "What are your feelings about. . .", "what you think 
about. . ^ 
Ivey and Rigazio-DiGilio have found that it "does seem possible to rate student 
natural language on-the-spot in the interview with good inter-rater agreement. This seems 
important not only for research purposes, but the consistency is such that it is clinically 
useful as well." (Ivey and Rigazio-DiGilio, 1988) In a pilot study (Brodhead, 1988) it was 
found that classroom dialogue could be rated with good inter-rater reliability. 
Suggested introductory material: 
Goal: 
To get a broad picture of the student’s perception of an issue. What are the key 
facts and the student’s feelings about those facts? How does the student organize the 
issue? 
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Skills: 
General opening statements: there are many alternatives, it is important to avoid 
asking for specific feelings, facts, opinions. The way a student chooses to begin can 
be most revealing. 
Questions, reflection of content and feeling, paraphrasing to encourage the 
discussion. 
Summarization at the end to indicate an understanding of the students* level of 
cognitive and affective development. 
Assessment: 
How does the student organize and describe the issue? 
- Sensori-motor (note basic visual, auditory, kinesthetic components, may 
describe situation somewhat randomly.) 
- Concrete operations (describes linear, sequential specific events... may also 
describe linear if...then...sequences. Tends not to think about self or see 
patterns.) 
- Formal operations (describe issue (problem) as a pattern or identifies 
behavior/thoughts/feelings as repeating in several situations, may prefer 
thought to action.) 
- Dialectic (integrates all of the above, at the more complex levels is able to 
synthesize and view situation from several perspectives, may over- 
intellectualize.) 
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SENSORI-MOTOR/ELEMENTAL ISSUES FOR RATING 
^ 8“‘ overwhelmed. Usi night I well 
Joi su e me Tn™ '■appens...you knfJl.We^ Pm 
pcrnaps ii the student is depressed there will be no movement at all In 
either case, control of nonverbal responses seems to be outside the student) 
Criteria for SM/elemental rating. 
?nlt. !h' on pieces (elements) of sensori^based data and 
^exnrrt "" see! hear If eel plus you 
may expect randomness in presentation. Emotion is a bodily sensation ^ 
Ajfect • little or no distinction between what 
input) and herlhis own emotions. is seen, heard, and felt (sensory 
Subject fails to see self as separate from sensory input. 
• Physical aspects of emotions show clearly. 
• Subject dominated by affect and sensory stimuli ("I’m so confused 
"I don’t know what to feel.") 
• Global emotions. Either no description of emotion as it is so embedded 
in body of limited description of a broad hedonic state. 
• Emotion may be pervasive as in a tantrum. 
Cognition - the subject shows little ability to organize these 
elements into a Gestalt. 
• Difficulty in coordinating concepts. 
• Absence of linear description. 
• What is seen, heard, felt is talked about. 
Classroom objectives and techniques: 
Sensori-Motor/Elemental Key words see, hear, feel 
Goal: 
To obtain how the student sees, hears, and feels the issue (problem). Also to make 
the issue more vivid and clear in your mind. Expect fragments and pieces, 
randomness is appropriate, first draw out random pieces, gradually you can integrate 
this raw experience into a more systematic organization. 
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Criterion for stage: 
The student will talk about the situation, self, issue or problem in a relatively 
random way which concretizes the problem. But you may receive fragments which 
can later be organized in sequence and pattern. At this point, aim for experiencing. 
Student says "I see/hear/feel X in this situation.” At a more impactful level, the 
student may say, "I am feeling X in this part of my body." "My stomach feels 
queasy." (Test Situation) 
Skills; 
a. Visual perceptions? 
What are you seeing? (Change to do if too powerful.) 
Describe the scene where it happened in detail. 
b. Auditory perceptions? 
What are (did) you hear(ing)? 
What are/were people saying to each other? 
How are/did people sounding? 
What are/did you say(ing)? 
c. Kinesthetic perceptions? 
What are you feeling in your body at this moment? 
How are/did you feel? 
Where in your body are/did you feel(ing) it? 
What are/were you feeling while this was going on? 
Using basic listening skills of encouraging, questioning, paraphrasing, and reflection 
of content and feeling to obtain more data. Summarization of key perceptions at 
end before moving on. Be sure to use the student’s important words and 
phrases. 
CONCRETE OPERATlONAL/SrrUATIONAL ISSUES FOR RATING 
Early concrete «« j 
Yesterday, 1 was in an accident. I was driving the car on Highway 99 and 
it was raining. As I turned left, I was hit on the side. I was surprised. 
Later I felt totally frightened. No one was hurt, but the car is nearly 
totalled. It was a scary thing. It wasn’t my fault (Nonverbally, this 
student tends to appear under internal control. The nonverbals will tend to 
match what is said. The student may be expected to take a single 
perspective on the problem.) 
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Laic concrete 
o.her driver was going ,oo fas., (linear 
might slippery.tonlrolTnhl g^ran^^^^^ 
affect) If I get a good lawyer, then we can get even (reversibility). 
Criteria for concrete operational/situational rating 
Oymll. Ifok for linear concrete description. There may be causality and 
-I f ■ niajor focus will be on concrete specifics of 
the situation. Do is key word. oj 
Affect. 
Ability to describe affect. "1 love my girl/boyfriend." "I enjoy school." 
• Reversibility in feelings. "I hate her and she hates me." 
• Linear causality. "I’m angiy because she ran away." 
• Often emotions are simplistic divided into "good" and "bad" with little 
or no shades of differentiation. Not aware of mixed feelings toward 
the same object - a concrete operational form of splitting all-too- 
common in abusive relationships. "1 love my wife...I just hit her." A 
difficulty in coordinating complexities and fine points of emotion. 
Either/or emotions. 
• Emotion expressed outward rather than to the inside of self. "I like 
you" as compared with "I like myself." 
• Emotion described only from own experience - difficulty in seeing 
alternative frames. 
Cognition - subject can separate self from object in a rational way, but 
focuses predominantly on discussion of concrete details. 
• Linear, "If...,then..." thinking. "If I run too fast, I might be a stitch in 
my side. "I ran slow because 1 didn’t know the area." 
• Knowledge that one can act on the world with predictability. "If I turn 
left, I can expect to find the place." 
• "A-B-C" thinking. Ability to think in antecedents, behavior (or 
thought) and consequences. "Before I did that..., then..., and the result 
was... 
• Thought and action become separated including awareness of thoughts. 
"I did that...because I thought this..." There is ability to think about 
her/his actions and the impact of those actions. 
• Logic is applied to situations. Logic-tight thinking may be apparent. 
• Difficulty in seeing alternative perspectives on situation. 
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Cldssroom objectives and techni({uest 
Concrete operations: Key words do, if..., then 
After obtaining a good idea of how the student experiences/perceives the situation, 
summarize and assist him or her to discuss the concrete details of the situation in linear, 
sequential form with major emphasis on facts. Search especially for antecedent and 
consequent conditions. Discourage further interpretation. 
Goal: 
To obtain concrete and specific facts and examples. The emphasis is on 
description, not on evaluation or analysis. The student should be able to 
describe the situation and a few basic feelings. At later stages, you may 
move to causation issues. 
Criterion: 
The student will describe concrete events in a linear, relatively organized 
sequence. In the later stages, the student may be able to organize the 
sequence into linear "if...then..." organization. "If my father does X, then 1 
do Y." 
Skills: 
Use questioning strategies and listening skills to draw out information "I 
think I have an idea about how you think and feel about this situation... 
(paraphrase or summarize data from previous segment). It would be helpful 
for me to get an idea of how this all actually happened?" 
Can you lell me specifically what happened? Could you give me a 
specific example? 
What did you say (do) then? 
And then what happened? 
What did the other person say (do)? 
What happened just afterwards? 
With more advanced students the following may be used: 
"If you do_, then what happens?" The emphasis here moves from ^ 
mere description and sequencing to issues of causality. This represents late 
concrete operations? 
What did you feel about that? Student may respond, "I feel X about Y"). 
What made you feel that way? 
How did you feel about that? 
What feeling word would you attach to that person, idea, situation? 
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FORMAL OPERATIONAL/PATTERN ISSUES FOR RATING 
Analysis of the situation 
I ve never been in a situation just quite like that accident. (Comparison). I 
was in an accident before, but this one was different. (Comparison and 
contrast) The first time it was my fault, this time it was the other person’s 
fault. (Operating on comparison and contrast - more sophisticated reasoning.) 
As 1 see it, the rainy street was a factor, but I wonder if the other driver had 
had too much to drink - 1 don’t think I was driving too fast and 1 saw him 
in time. (Coordination of several disparate units into a Gestalt - ability to 
take multi-perspectives on the situation.) He might not think that though, 
(perspective taking) 
Analysis of self 
I feel badly about it. (Concrete operation - description) But if 1 am the type 
of person to take too much responsibility in situations. (Self here examines 
self in situation). My style is to react too fast and blame myself. (Sees 
patterns in the selO- There’s some guilt, but also anger, I guess my feelings 
are not so clear as I thought. (Ability to reflect on one’s own feelings and 
ability to recognize mixed and complex feelings.) 
Criteria for formal operaiional/pattem ratings; 
Overall • Look for analysis and distancing from sensory experience. Patterns 
of thought atui behavior may be described. • The person may focus on 
examination of self or situation and may do this from differetu perspectives. 
ABSTRACTNESS is a key construct here. Typically, you can’t see, hear, or 
feel a formal operation or pattern - they exist in the mind. The person may 
discuss self as object. 
Affect 
• Awareness of complexity. "I have mixed feelings toward my parents 
of love, anger, guilt, and sadness - all of them make sense." 
• Analysis of feelings and awareness of patterns of feeling. "I wonder 
why 1 feel that way. It seems to be a pattern. As 1 think about 
myself, 1 see myself as very caring, but at the same time very afraid." 
• Complexity of feeling, larger vocabulary and finer discriminations, 
describes more complex states of being 
• Ability to identify others feelings and be empathic. 
Cognition . . . t 
• Clomparison and contrast. "When 1 think about that situation I see it as 
more complex than those which I earlier experienced. 
. Perspective taking. "I can look at my life from several points of view. 
Firstf*** Second,••• 
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Coordination of complexity. "If I put those three aspects together, I 
s ould end up with a useful result." (This example is also concrete 
and we would require the individual to demonstrate the coordination of 
complexity, the joining of ideas from several areas.) 
Abstraction in language. "You are violating my boundaries." as 
contrasted with the more concrete "When you lake my pencil, you 
make me angry." One of the most useful concepts in rating for formal 
operations is to ask yourself whether or not this concept is concrete. If 
not, most likely you are formal or dialectic. 
• Scientific reasoning and hypothesis testing. "I would guess that if we 
search^ through my pattern of behavior, then we might find some 
beginning explanations which we could then revise as we looked at 
them." (Distinguish from concrete as more complex than simple 
causation, requires organization, analysis and change.) 
Contrast with 
• Idealistic thinking. "If only you/they 
would do..." This type of thinking fails to 
encompass the concrete operations required 
to reach this ideal state. Also fails to 
consider the multidimensional aspects and 
complexity of situations. 
• Incomplete formal thinking. "I work hard 
and if only they would recognize this, 
then..." This type of thinking is to be 
scored as concrete as it clearly represents a 
preoperational fomial type of thinking. 
The concepts are logical, but fail to take 
perspectives into account. It is here than 
one of the scoring problems will result. 
The student is in some ways formal, but 
doesn’t really reach criterion. 
Classroom objectives and techniques: 
Formal operations: Key words pattern, pattern of patterns 
Here the emphasis moves from description to examination and/or analysis of the facts of 
the facts of the situation or to examination and analysis of the self. The person moves 
from describing the situation, self, other person to identifying and examining repeating 
patterns in the late stages. 
Goal: 
To move the student to abstract thinking by asking questions and listening until the 
student demonstrates the ability to separate self from situation or self from self. 
The student may see patterns within the situation which repeat again and again or 
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™beh“ioi-"™ P"'«nis 
Criterion: 
The student will identify repeating patterns or situations. "Yes, I do the same with 
stil^Tn Jt ^ s miiar in that There is a pattern to my behavior/thinking/feelinc..." At later 
find students examining patterns of patterns. For example. "Those 
two patterns are similar, but also different...for example..." 
Skills: 
As you begin, paraphrase or summarize the linear sequence described by the student 
above. Use the student's main constructs, key words, phrases. 
Questions leading to repeating patterns 
Do you see this as a repeating pattern? 
Does the same thing happen in other situations? 
Are there other places this happens? 
(With young people, less developed student) "Do you always, often 
do that? Does that happen a lot? 
Do you feel the same way in other situations? 
Are there other times in which you or your friends or family act, think, feel 
the same? 
Does this kind of thing happen a lot? 
Is that a pattern? 
How are your specific examples connected? 
Examination of self? 
Is that a pattern for you? 
What are you saying to yourself when that happens? 
Do you feel that way often? 
How do you think about yourself? 
What patterns of behavior, thought, feeling do you find in yourself? 
Have you felt that way in other situations? 
How do you see yourself in that situation? 
Is that typical of your thoughts and feelings? 
Do you get sad, glad, angry in other situations like this? 
At higher levels, the following may be used to examine patterns of patterns: 
Well, we’ve talked about two different patterns? Do you see any way the two patterns are 
connected? 
Putting the two issues together (summarize), how would you synthesize them? 
How do you suppose this way of thinking and acting came about in you? 
How do you suppose this way of thinking and acting came about in your friends or 
family? 
When you are feeling that way, do you or could you do anything about it? 
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What things could you do or say to yourself to interrupt what you are thinking or feeling'? 
How do your beliefs about that affect your attitude? minKing or leeiing. 
DIALECTIC/TRANSFORMATIONAL/INTEGRATIVE 
I ntegrativcISynthesis 
As I put it together, the accident may be described as a tragedy. For me 
because I’ve lost time and I am really jumpy. For the other driver - I’m* 
sure he has some similar feelings to me. But, he would tend to blame me 
and 1 can see his frame of reference - he operates on different assumptions 
than I do, but that still leave me on hock and 1 can’t take responsibility. 
The insurance company won’t be happy either nor will our families. The 
accident almost seems predestined given the weather. So many ways to look 
at it. ^ The rules in my family are to take responsibility, but is that my role? 
But I ve got to take action, tragedy or no tragedy. I’ll get a lawyer, work 
from my frame of reference but try not to punish the other driver. (Puts 
together thought and aims toward action, maintains perspectivalism and sees 
the situation from several perspectives, and ability to challenge one’s own 
assumptions.) 
Challenging assunipiions!deconstruction 
I think my thoughts about myself in this situation may be too simple. I do 
have mix^ feelings about the accident, but when I put it in context, I feel 
very glad that no one was seriously hurt. .That’s the most important thing. 
All too often I tend to react from impulse without taking a broader frame of 
reference. My family context seemed to help me get that particular rule. 
We still talk about Grandma Jones who took on the world. Is it wise for 
me to follow that family rule? Or perhaps it is. But, at the same time, it 
may be good for me to go through this. The driver too can benefit - we 
ne^ to check on his drinking and I can’t accept his assumptions of my 
guilt. As we get it clearer, we’ll probably find out more things that we 
forgot. There are many, many different ways to view this situation. After 
all, it can only happen in a culture wealthy enough to have cars, stoplights, 
and complex enough to have lawyers. Why do I seem to iniellectualize this 
so much! 
/ see myself seeing myself in a context and the assuny?tions for the 
observation vary. / am part of the system and by observing change the nature 
of the system. I realize that / and my consciousness are always embedded in 
another context of which I am unaware. 
It gets very complex. As I look at myself in this accident. I’m aware that 
the very way that I discuss it changes the nature of the accident. How I 
frame reality is at least partially what that reality becomes. I impact my 
environment just as I am impacted by it. There is always more and the act 
of describing still misses the essence of what I try to describe. 
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Criteria for dialectic rating: 
Overall -Is there an integrated picture presented which combines thought and 
action. Acuon may not be apparent however - merely talking about action 
assumptions about the situation or about 
he Tr^ividL^^Pr^''*'^'''^' u of dialectic thinking occurs when 
the individual recogmzes that meaning and affect can change comextually 
The observer becomes aware of how helshe affects what is observed and is in 
turn ajjected. 
Affect 
• Contextuahsm. "I’m sad my Mother died, but when I realize how 
much she suffered, I am glad for her." (The emotion named is not just 
mixed, tt IS not related to the assumption in context which makes that 
emotion appropriate. A whole range of emotions can be named and 
changed with the original assumption.) 
Relativistic synthesis. "There are so many ways to interpret the 
meaning of life, but given that limitation, 1 am still going to commit 
myself in this way..." (Recognizes the problems with "final" meanings, 
but keeps changes and adapting with new data and new frames of 
reference.) 
• Deconstruction. (Similar to contextualism) "As I examine my feelings 
now, I see a chain of changes. First I felt part of accident. I was 
overwhelmed. (S-M) Then 1 felt angry at the other drive. (CO - But 
then, 1 looked at myself and wondered if I had done everything right 
and I felt guilty and ambivalent. (FO) All of these emotions are 
valid, yet none of them still touches the complexity of what I feel. 
There is a whole, yet it keeps falls apart. (D) In toto this realm is 
able to look at the entire realm and then still move beyond in an 
infinite reflection on reflections. 
Cognition - As may be noted the separation of affect and cognition become 
most difficult at this stage. Cognitions seem to follow the same frames as 
above. Instead of feelings, we now look at situations, others, and the self 
using much the same language. 
• Contextualism. "Blacks have been oppressed in many ways. Perhaps 
the most serious oppression is when we have not been aware of 
oppression itself and we have bought into the system. At another 
level, as we become aware, we often become angry and resistant to the 
system. In some ways, then, we are defining ourselves in opposition 
rather than by taking our own identity. "I’m not White" is one way to 
put it. With further understanding of our identity. I see many blacks 
moving away from Whites and looking at themselves. Here we 
become aware of ourselves as Black people - Black pride! But, as 1 
move on, I find that we can challenge even that wonderful assumption. 
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Some White people are OK and some Black people are not. No 1 
don t say "people are people". I’m Black and proud of me and my 
‘ake it at limes 
fSM). Each stage of Black consciousness has special advantages and 
problems (D) When I see it as a whole like this I sometimes fall in 
danger of being a sheer iniellectualizer and doing nothing 
(deconstruction). 
Relativistic synthesis. 'I’m a total woman. I know that the feministic 
critique has value. I’ve been there. I know how to be angry and I’m 
proud to be a woman. Certainly men oppress women. At the same 
time, what I ve found for myself is right and I’m going to stick with it 
and 1 can even anticipate the answers I will receive from other women. 
My assumptions are as good as anyone else’s - but no better." 
• Deconstruction. The woman above is allowed oppression. I can see 
her frame of reference, but her integration is based on faulty 
assumptions. I have to respect her right to differ with me, but 1 know 
she is paying a very heavy practical price for that point of view. I 
think some of her decision rests in her family and the fact that more 
change would be too painful. I can respect that, but it worries me. 
What is the answer?" 
Classroom objectives and techniques: 
Dialectic: Key words integrate, put together, challenge this integration 
Here the emphasis moves to coordination of concepts and putting a holistic picture 
together. The student has described the same event from at least three perspectives, now 
how does this student integrate this knowledge. At the later stages, we are interesting 
operations on this knowledge (How many different ways of organizing what we have talked 
about are possible?) and even later challenging that knowledge (Where did that 
information/idea/patiern come from? From what other angle could we look at it? What 
flaws does that knowledge have? Can that knowledge be taken directly into action and 
something done about it? 
Goal: 
Three different possible goals: 1) to get a basic organized and integrated 
summary of how the student integrates these new data; 2) to help the student 
be able to look at this integration from several different perspectives; and 3) 
to challenge the student’s perspectives and hopefully help move toward 
action - the return to sensori-motor experiencing and action. An integrated 
word which describes all the processes is transformation, the movement of 
the dialectic - specifically change. 
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Criterion; 
Can the student present an integrated picture which indeed does put the 
conceptualizes it? Later, can the Ldent 
^stnbe alternative perspectives on the same issue? Finally, can the student 
OTticize ^d challenge his or her own integrated system? When we turn to 
sclf-cxamination, this requires self examining self examining self. Finally, 
can this student discuss the assumptions on which the commitment was 
based/ 
Skills; 
Again, begin by summarizing the information gathered at the formal level. 
Given what you have said about the issue, your friends, family, yourself, 
and your situation, you have said this (summarize using key words and 
phrases), how might you make sense of all these ideas in a whole?" 
We’ve talked a lot, how do you put this together? 
How would you integrate all we’ve said? 
What sense do you make out of it? 
What rule are you operating under? 
How did you learn that this rule was so important? 
What does this all lead you toward? 
What one thing might you remember? 
How would you synthesize this experience? this issue? 
(Tan you find another angle to view this from? 
Is there another way(s) to integrate all these data? 
How else could we put it together? 
How might another family member describe your situation? 
How might your friends describe this issue? 
What are some other frames of reference for analyzing this problem? 
Can you see some flaws in your reasoning in the statements above? 
If you were to criticize your integration, what might the major issue be? 
How would someone el.se organize the same situation/daia/view of yourself? 
Is part of what your saying exemplified by your cullural/family/background? 
On what assumptions is your opinion/belief/thought based? 
All of the following are oriented to returning to the concrete/sensori-motor 
world and represent the final move away from all this intellectualization. 
Note that action again becomes important. 
"Given the complexity of all these possibilities, what commitment might 
you follow despite all this?" 
Will you do anything about it? 
What action will you take based on this new awareness? 
What one thing stands out for you and what will you do about it? 
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APPENDIX B 
CLASSROOM DIALOGUE FROM PILOT STUDY 
Yes, good for you. The 
function of the Editor is to 
determine what first of all is' 
going to be printed. i guess 
that's the simplest one, so 
let's put that down. The 
Editor - what will be 
printed. Now I want to jump 
to another medium for just a 
moment, to get you to think 
about this. How many of you 
liave satellite dishes or have 
seen people who do, and are 
seeing the uncut news feed 
that comes in from the United 
States? 
James, what is that? Have you 
heard and watched it and 
compared it to the news you 
watch on TV? 
.Ok, here's what happens: 
when you watch the news at six 
or eleven you see a 30 second 
clip of something going on, 
maybe its an interview with 
the Prime Minister, or a riot 
in a prison in the United 
States, but the fact is 
somebody has taken an awful 
lot of film, and somebody else 
has said, "well we don't want 
it all, we'll just take 30 
seconds of it." So what this 
uncut news station does, is it 
just broadcasts 24 hours a day 
all of the uncut footage of 
what's going on around the 
world. And when that happens 
you're darn right it is, 
because somebody . 
Ja me s ? 
.watching that 
station I found out more, I 
didn't get much from watching 
a 30 second clip. 
Darn right, why? 
Minimal encouragement, 
paraphrase, concrete. 
A second example, could lead 
to the identification of 
patterns and into formal. 
Closed question 
Closed question 
Concrete 
Must be concrete, it was the 
"right" answer 
Minimal encouragement 
Moving toward formal 
Minimal encouragement 
The right answer 
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fl 
C that's his 
idea of editorializing, who 
has changed the news? 
The editor. 
Good for you. Somebody has 
looked at that piece of video 
and said James wants to see 
this, keep 30 seconds worth. 
Ok, and that's what he's going 
to see at 11 o'clock. And 
James's saying," hey wait a 
second I don't want to see 
that, I want to see something 
else." This editor has made a 
determination on what is going 
to be seen on television. The 
same as the editor of a 
newspaper determines what is 
going to go in a newspaper. 
So editors are extremely 
powerful people in the media, 
they have the power to tell us 
literally what we are going to 
see at 11 o'clock or in our 
newspapers. John? 
They could almost use that for 
propaganda. 
You're darn right they do. 
Cause if they say, let's say 
if they had this great big 
story about some mayhem in 
Parliament, and the editor 
says well, this will influence 
the country to something so we 
won't show that, we're 
creating a ... hiding from the 
truth. 
Excellent observation! 
We're being screened from 
what's happening in the world. 
Concrete, parphrase closed 
question. 
Concrete 
A tight answer, minimal 
encouragement, concrete 
Teacher makes connections, 
describes patterns, moves into 
formal. 
Formal 
Concrete, minimal 
encouragement 
Concrete 
A right answer, minimal 
encouragement 
Formal 
l6l 
Exactly! We're being 
screened, people are telling 
us what we're going to see. 
Now we live in a free country 
and we have access to 
everything, but the reality is 
unless we're there to see it 
ourselves, we don't know for 
sure, we're getting somebody 
else's editorialized vision of 
what's going on. We have to 
trust our newspaper people and 
our television editors to get 
us the true story. Because as 
John has pointed out, just 
think of the propaganda if 
you've got some unscrupulous 
people in charge of editing 
the news. And of course where 
did this happen, to control 
people's thinking processes, 
to a very large extent, that 
we have hopefully learned 
something from in this 
century? Think of an event 
that took place ...John? 
Germany. 
Sure, Germany, before the 
second world war one of the 
things that Hitler did was to 
control the news. And he 
managed to make sure that 
people who were loyal to him 
were telling what he wanted to 
have happen. As a result he 
did, really, literally re¬ 
write history to keep control 
of the newspapers. In Canada 
and the United States, one of 
our biggest, supposed 
attributes, is freedom of the 
press. The press has the 
right to ask these nasty 
questions. If the press 
hadn't been free we would 
never have known anything 
Concrete, minimal 
encouragement, paraphrase 
Closed question 
Concrete answer 
Concrete, paraphrase 
Another example 
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More examples about Watergate, that was a burglary, Nixon probably might 
be still President. That's the 
kind of thing we are dependant 
upon newspapers and television 
to report, is to get us the 
news and honestly. Ok. 
So the editor determines what 
is going to be printed, so if 
you have something you want to 
say about what's going on in 
the newspaper, or what's going 
on in your city or in your 
country, you have the 
opportunity as a citizen of 
this particular country to 
write letters to the editor. 
Now, I don't know whether 
you've ever had a chance to 
look at this, but on page 9 of 
the newspaper, in the Citizen, 
and its usually on page 7, 8, 
or 9, there are letters to the 
editor, and they talk about 
the following topics; City 
Hall Antics, The Fur Trade, 
Married Priests, Looking 
Forward, and something about 
Tunisia. Now for goodness 
sake those topics range all 
over the map, and you say, 
"look, who on earth cares 
about anything going on in 
Tunisia for goodness sake." 
Well, somebody felt strongly 
enough about something going 
on in Tunisia to write a 
letter to the editor of the 
Ottawa Citizen, trying to get 
a point of view across. And 
that's what a letter to the 
editor does, it tries to 
explain one person's point of 
view. They're not newspaper 
reporters, they're just 
average citizens like you and 
me, but something really got 
to them and they say, " 
darnit, I've got to get it off 
my chest, it's letter to the 
Concrete 
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editor time. It's not Dear 
Abby, and it's not Hints for 
Heloise, and it's not Sexual 
Suggestions or anything of 
that nature, it's "I want to 
get this off my chest." 
Those are edited too. 
Those are edited, how do you 
know, well we'll talk about 
that later. 
Well he picks the ones that he 
wants. 
Good for you. When we get to 
Dear Abby, ... 
we'll get to her I think in a 
couple of classes. John? 
Well, what I was wondering was 
does it have to be something 
kind of topical that was in 
the paper or something like 
that recently? 
No, not at all. Yea it can be 
just anything, in fact people 
have written to the editor 
about, for instance, 
conditions at schools, they 
have written to people about 
the Panda Football game for 
instance, it attracted a whole 
page of letters to the editor 
about that particular topic. 
Usually they are about an 
immediate nature, but they 
certainly don’t have to be. 
They are anything that's of 
importance to a person. Jane? 
What are the letters, are they 
questions? 
What are the letters, let me 
read you a couple to just give 
you an idea of what these 
Formal 
Verbal tracking, concrete, 
closed question, didn't wait 
for an answer. 
Formal 
Minimal encouragement, (right 
answer) moves back to 
concrete. 
Concrete 
Concrete 
Concrete, closed question 
Verbal tracking, concrete 
response. 
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letters are, and you can see 
the tone of them. They’re not 
perfect, by any means. They 
are letters written by average 
people, but they get a 
particular point of view 
across. Heres one, but first 
of all here’s the letter of 
the day. The editor picks the 
best letter too and he puts it 
in different type, so roost 
people say, •' I'll read that 
one first," so that's the one 
I’m going to read. It says: 
"Has anyone wondered how our 
giant grocery store chains rip 
the public off. Recently in 
one of our well known 
supermarket chains, I had gone 
to the 8 items or less check¬ 
out line and the check-out 
girl punched all the items 
very quickly and efficiently 
and said that the total came 
to $23.67. I said to myself 
that it could not be that 
high. I paid her then went to 
a clear area to check my 
receipt against the items 
bought. Well she charged me 
for stuff I hadn't even 
bought. Well anyway, after I 
had taken my case to the 
curtesy desk, I ended up 
getting back $9.00. This 
brings me to the point of my 
letter. How many people 
actually check their receipt 
against their purchases after 
their shopping? Very few I 
suspect, and now these code 
reading machines, where the 
clerk has to be able to read 
code machine, what may I ask 
keeps the stores from making 
machinery make each item a 
buck or two higher than it 
should be? Plus they run it 
through once or twice or three 
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times.»• When you think about 
It, when I read this letter 
last niyht, as I was getting 
ready. Jese, you know, i go 
shopping every week, I 
probably drop $100 $150 every 
week over at Loblaws there and 
I just assume 
that they're right. 
Hey I work in a grocery store. 
That's right, and in fairness 
they are really, really hard 
working and its a tough, tough 
job, but I never thought about 
the fact that there may be 
some mistakes made that are 
honest mistakes, in other 
words I think that things are 
getting charged twice. Now 
its a hassle to go through 
everything and check it out, 
but here's a guy that got 
ripped off for 9 bucks, on a 
$23 item. 
Yea, but you guys, if they did 
it, they wouldn't do it on 
purpose cause the money 
wouldn't go to them it would 
go to the store, because we 
don't get money unless, say 
the total is $100.00, and you 
give us $100.00 all that goes 
in our cash and if it's not in 
there we get fired for it. 
That's right. How is the way, 
the one way an unscrupulous or 
a dishonest clerk could rip 
you off? 
Giving you your change. 
Yea. That's the only way. 
Giving you your change or if 
she knew the machine, on a 
small order like that, say 
Concrete 
Concrete 
Minimal encouragement, 
concrete, tries to analyze the 
letter instead of the reason 
it was written and the role of 
letters to the editor in our 
society. 
Concrete, totally diverted 
from the reason for discussing 
letters to the editor. 
Minimal encouragement, closed 
question. Still discussing 
content rather than context. 
Concrete 
Concrete, paraphrase of 
content. 
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items and she could do it 
fast in her head while she was 
running the machine, and she 
says there's only $8.00 worth 
of stuff there. And she says 
the amount I'm giving you back 
is $9.00 and the total bill 
was $23., she could say ok, at 
the end of the day take $5.00 
out because that's all that 
should be there. 
And it doesn't state that on 
the receipts. 
That's right, it still 
wouldn't work either, you're 
right James. 
There's no way. 
But none the less ...R.T.? 
I don't know, nothing. 
They should be more careful, 
that's all. 
That's the point. 
They could void it though. 
Beg pardon? 
They could void it. 
Yea, but it still shows up on 
the receipt and in the 
computer. 
You have to explain 
everything, and you can't. So, 
the whole point of this 
particular letter was that I 
wanted to show you that this 
is not, shall we say, an issue 
of international concern. 
This guy got ripped off for 9 
bucks and he wants people to 
think about it, and he took 
the time to write a letter to 
the editor. Now all of us, 
from time to time, have 
Concrete. There is more 
dialogue at this point than at 
almost any other time. The 
subject is concrete and 
immediately related to their 
lives. Minimal encouragement 
Concrete 
Concrete 
Concrete 
Concrete 
Concrete 
Concrete, minimal 
encouragement 
Summary, attempts to move back 
to the purpose of the 
discussion and make a formal 
statement. He makes a concrete 
summarization. 
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probably been angered by 
something, or even pleased by 
something, it doesn't even 
have to be a letter of anger, 
but so moved by something that 
we say "Hey, I gotta tell 
somebody about this because it 
really, really makes me think, 
or makes me want to share it 
with somebody else." Now ok, 
lots of people will say "well 
I never read the editorial 
page, it's an exercise in 
futility". But the point is 
this is a forum or a way in 
which we can get our opinions 
out to people, and we can 
benefit from it all. Let me 
just read you 
another letter. This is about 
married Priests. "The 
prohibition of married Priests 
and female Priests is not a 
whim of man-made institutions, 
its based on the fact that 
Christ asked those he chose as 
Apostles to leave their 
families and follow him and 
asked the community to care 
for their dependents. Christ 
also chose no woman as 
Apostles, not even the most 
qualified woman such as Mary, 
his own Mother. It's not 
necessary to know why he chose 
as he did, as the Son of God 
he had infinite wisdom, 
therefore there must be a 
valid reason for his 
decision." Now, here's a 
religious attitude expressed 
in the newspaper. It's a 
very, very Christian attitude, 
I suspect. But none the less 
you can talk about religion in 
the newspaper if you want to. 
This guy has a particular 
opinion - married Priests - 
never. So, that's the letters 
to the editor, that's the you 
His analysis is more a 
concrete summarization. 
Concrete summary 
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APPENDIX C 
graph of data from pilot study 
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APPENDIX D 
PRE-TEST 
Developmental Assessment Training ■q^<;Q-ir.no 
Pre/Post-Test- 
Please rate the following student statements as 
Sensori-Motor 
Concrete 
Formal 
Dialectic 
(SM) 
(C) 
(F) 
(D) 
1 
2 
supported the "no smoking" 
because I think smoking is a 
your health. 
campaign at school 
waste of money and bad for 
I m really angry at my boyfriend yet I know right now 
he needs some space to figure out who he is. I think 
that inside I am relieved, perhaps I need some space 
too. ^ 
^-It's scary to see all that barbed wire on top of the 
stretching for miles around Berlin, with lights 
and guards everywhere. 
4 -1 tend to procrastinate about doing my homework. I 
usually find other important things to do. 
5 -It is crucial to analyze the Berlin Wall from several 
perspectives and within the context of the post WW II 
era. 
6 _Other institutions have been faced with the prospect 
of eliminating smoking, however because we are a school 
and teachers are expected to be role models, it seems 
to be more important that they set a good example. 
7 _I couldn't do the assignment. I saw a question I 
couldn't answer and the words blurred together, my 
hands got sweaty and my mind went blank. 
8 _Perhaps the reason my boyfriend told me he wanted to 
break up when he knew I wouldn't be able to respond is 
because he doesn't understand "why" himself. 
170 
9_ 
10 
_When I think about the end of the 
realize it is more complex than I 
Berlin Wall 
had thought. 
I 
broke up with my boyfriend yesterday 
didn't"Ln? "" waf.erurto ™e ^nd said he 
away. ^ anymore and then walked 
—^^9a.rettes smell and there 
ground. are butts all over the 
12 If I 
homework but tell my teacher I have 
b^Ifev^L!"' """" ^ for^e^it he ^on^t^ 
13 
14, 
15 
_I am angry at my boyfriend. My body is stiff and mv 
gestures abrupt. My lips are tight L my worL are " 
clipped. My boyfriend yells, his gestures seem 
enormous and his words just spill out. 
_The Berlin Wall was built because the Soviet Union did 
not want people to leave East Germany. 
__It IS crucial that schools set an example and pass a 
"no smoking" rule, yet for some people this is seen as 
an infringement of their rights. They argue that they 
have chosen to smoke and if they wish to risk cancer, 
that is their choice. Non smokers counter this with^ 
the argument that second hand smoke is more harmful 
than first hand smoke, therefore their right to clean 
air is being violated. Although I agree with this 
argument, I believe that understanding the smokers' 
feelings can help us resolve this discussion with 
mutual respect. 
16 _I can understand that the teacher wants me to hand my 
homework in because it will not only help me understand 
the material better but I will learn to study on my own 
and perhaps learn to manage my time better. Yet when 
there is so much to learn outside the classroom, I find 
it difficult to believe homework is that important. 
17 _I don't believe in war. I don't understand how anyone 
could ever go to war. 
18_The characters are always talking in loud voices and 
waving their arms around. 
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19_I know I do not believe in war as an effective way to 
resolve differences but I guess if all you have ever 
experienced is violence, that is the method you will 
use. 
20 I know I 
powerless 
am not the only person in the world to feel 
about my ability to influence what's 
happening, I guess I have to hope I can do a little 
bit. 
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APPENDIX E 
POST-TEST 
Developmental Assessment Training Sessions 
Pre/Post-Test 
Please rate the following student statements as 
Sensori-Motor (SM) 
Concrete (q) 
Formal (P) 
Dialectic (d) 
^rejected so many times before that 
arilla s disappointment simply reinforced her feelings 
of inadequacy. ^ 
2 - That politician had a very red face and loud voice. 
3 -To make the high school hockey team I need to improve 
my slap shot, practice my body checking and build up my 
conditioning. l have set up a net in my back yard, am 
running every day and have asked my coach for extra 
help. 
4people see when they look at me is a tough looking 
girl with a leather jacket and long hair. Their smug 
expressions, short hair and three piece suits make me 
feel small. 
5 _I feel good wearing my leather jacket, it's warm, soft 
and looks tough. 
6 _^Anne was picked up at the station by Matthew. He 
didn't tell her he and Manilla had asked for a boy. 
Anne cried when Manilla told her. 
7 _Politicians make me mad. They are always smiling or 
sounding so sincere or speaking to you in that tone of 
voice your teacher uses when he wants you to know how 
dumb you are. 
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10 
skated^voo?^ feelings of power and speed I had when I 
tte ice !nd blade on 
loved the bite of the wind against my face. I 
and it'^worke™ ^ ^ot when I tried something new 
l^LeTo feelings about politicians. I know they 
believe rie^ elected but I wish I could 
oeiieve they were all honest. 
TeLher°iecker''°^H"^®®'' Community then my 
knowing me? f^°'" 
11 
12 
perspective Marilla's rejection was 
hoped so desperately that she 
would find a home. She reacted emotionally. Marilla's 
reaction was practical, she needed help on the farm. 
Matthew was torn, he understood the need for a farm 
hand but his heart ached for the lonely little girl. 
team. l think attitude 
should be important in selection, but I guess the coach 
had to think of other things when he made his choices. 
It must have been hard for him to decide what was most 
important. Yet I think someone who works hard, even if 
they don't have the best stick handling on the team, 
can inspire the others to do better. 
—I guess I should realize how scary my leather jacket 
and long hair must seem to old people. Something that 
means warmth and comfort to me may mean something 
frightening to them. 
_Anne's red hair gleamed in the sunlight, contrasting 
sharply with the drab brown of her dress. 
15 _There have been honest politicians, I believe anyone 
who runs for office should be better than the rest of 
us, not "only human". 
16 _Every time I open my math book my stomach knots and my 
head starts to ache. 
17_There seems to be a pattern in the incidence of 
violence throughout the world's history. 
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-It is fascinating to compare U.S. and Soviet 
perspectives on their respective actions in Central 
America and Albania. Each declared their situation was 
that their actions were justified. Each 
condemned the other. 
19 -1 had a dream, I woke up sweating with my heart 
pounding. All I could see was smoke and burning 
houses. I heard screaming. 
20 _I chose this course because I believed it would begin 
to prepare me to study medicine. 
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APPENDIX F 
RESPONSES TO PRE- AND POST-TESTS 
Developmental Asjsessment Training Sessions 
^re>Post Test 
Please rate the following student statements as: 
Sensori-Motor (SM) 
Concrete (c) 
Formal (p) 
Dialectic (D) 
1 C 
_I supported the "no smoking" campaign at school because I 
"think smoking is a waste of money and bad for your health. 
_I'm really angry at my boyfriend yet I know right noe he 
needs some space to figure out who he is. I think that 
inside I am relieved, perhaps I need some space too. 
aJ// 
_It's scarey to see all that barbed wire on top of the 
wall, stretching for miles around Berlin, with lights and 
guards everywhere. 
_I tend to procrastinate about doing my homework. I usually 
find other important things to do. 
Y 5 P It is crucial to analyze the Berlin Wall from several 
perspectives and within the context of the post WW II era. 
V 6^/ ( Other institutions have been faced with the prospect of 
eliminating smoking, however because we are a school and 
teachers are expected to be role models, it seems to be more 
important that they set a good example. 
7 I couldn't do the assignment. I saw a question I couldn't 
answer and the words blurred together, my hands got 
sweaty and my mind went blank. 
Perhaps the reason my boyfriend told me he wanted to break 
up when he knew I wouldn't be able to respond is because he 
doesn't understand "why" himself. 
9 P When I think about the end of the Berlin Wall I realize it 
is more complex than I had thought. 
10 C. I broke up with my boyfriend yesterday. I was standing in 
the hall and he walked up to me and said he didn't want to 
go out with me anymore and then walked away. 
••/ll CL Cigarettes smell and there are butts all over the ground. 
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>■ homework but tell my teacher I have 
forgotten it, when I really do forget it he won’t believe 
" my boyfriend. My body is stiff and my 
M^bS^J^ienrSeil^ clipped. 
Just spill out! gestures seem enormous and his words 
TLZl -Viet union .iO not 
^J'^^^*'9ement of their rights. They argue that they have 
thel!”choio«°^S cancer, that is 
th!t K smokers counter this with the arguement 
second hand smoke is more harmful than first hand 
*5eing violated. 
Although I agree with this arguement, I believe that 
understanding the smokers' feelings can help us resolve this 
discussion with mutual respect. 
^ understand that the teacher wants me to hand my 
homework in because it will not only help me understand the 
material better but I will learn to study on my own and 
perhaps learn to manage my time better. Yet when there is so 
much to learn outside the classroom, I find it diffucult to 
believe homework is that important. 
llS/f I don't believe in war. I don’t understand how anyone could 
ever go to war. 
-. 18 C-y The characters are always talking in loud voices and waving 
their arms around. 
r I know I do not believe in war as an effective way to 
resolve differences but I guess if all you have ever 
experienced is violence, that is the method you will use. 
20 I know I am not the only person in the world to feel 
powerless about my ability to influence what's happening, I 
guess I have to hope I can do a little bit. 
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Developtnental Assessment Training Sessions 
^re/Post Test ~ 
Please rate the following student statements as 
Sensorl-Motor (SM) 
Concrete (c) 
Formal (p) 
Dialectic (D) 
supported the "no smoking" campaign at school because I 
think smoking is a waste of money and bad for your health. 
2nS/^ I'm really angry at my boyfriend yet 1 know right noe he 
needs some space to figure out who he is. I think that 
inside 1 am relieved, perhaps I need some space too. 
3 'SH It’s scarey to see all that barbed wire on top of the 
wall, stretching for miles around Berlin, with lights and 
guards everywhere. 
_1 tend to procrastinate about doing my homework, 
find other Important things to do. 
I usually 
5 fP It is crucial to analyze the Berlin Wall from several 
perspectives and within the context of the post WW II era. 
6 ^ Other institutions have been faced with the prospect of 
eliminating smoking, however because we are a school and 
teachers are expected to be role models, it seems to be more 
Important that they set a good example. 
couldn’t do the assignment. 1 saw a question 1 couldn't 
answer and the words blurred together, my hands got 
sweaty and my mind went blank. 
Perhaps the reason my boyfriend told me he wanted to break 
up when he knew 1 wouldn't be able to respond is because he 
doesn't understand "why" himself. 
y 9 O When I think about the end of the Berlin Wall I realize it 
is more complex than I had thought. 
10 broke up with my boyfriend yesterday. I was standing in 
the hall end he walked up to me and said he didn't want to 
go out with me anymore and then walked away. 
'f 11 CL-Cigarettes smell and there are butts all over the ground. 
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flT. n If. I don’t do 
forgotten it, 
me. 
my homework but tell my teacher 1 have 
when I really do forget it he won’t believe 
LaSXI^I am angry at my boyfriend. My body is stiff and mv 
“aht so »y worL «e flipped. 
just splll”out*^^^* gestures seem enormous end hie words 
/14 r 
-because the Soviet Union did not 
want people to leave East Germany. 
crucial that schools set an example and pass a "no 
5°"^ ®°"’® people this is seen as an 
infringement of their rights. They argue that they have 
chosen to smoke and if they wish to risk cancer, that is 
their choice. Non smokers counter this with the arguement 
that second hand smoke is more harmful than first hand 
smoke, therefore their right to clean air is being violated. 
Although I agree with this arguement, I believe that 
understanding the smokers’ feelings can help us resolve this 
discussion with mutual respect. 
; can understand that the teacher wants me to hand my 
homework in because it will not only help me understand the 
material better but I will learn to study on my own and 
perhaps learn to manage my time better. Yet when there is so 
much to learn outside the classroom, 1 find it diffucult to 
believe homework is that important. 
I don’t believe in war. 
ever go to war. 
1 don’t understand how anyone could 
The characters are always talking in loud voices and waving 
heir arms around. 
'■jl9 CLy I know 
resolve 
I do not believe in war as an effective way to 
differences but I guess if all you have ever 
experienced is violence, that is the method you will use. 
■V20 sd 
P 
I know I am not the only person in the world to feel 
owerless about my ability to Influence what’s happening, 
guess I have to hope I can do a little bit. 
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- .s 
Developmental Assessment Training Sessions 
~^re~;6Post Test 
Please rate the following student statements as 
Sensorl-Motor (SM) 
Concrete (c) 
Formal (pj 
Dialectic (D) 
^emoking" campaign at school because I 
think smoking is a waste of money and bad for your health. 
2_ SM I’m really angry at my boyfriend yet I know right noe he 
needs some space to figure out who he Is. 1 think that 
Inside I am relieved, perhaps 1 need some space too. 
^_C:_It's scarey to see all that barbed wire on top of the 
wall, stretching for miles around Berlin, with lights and 
guards everywhere. 
4_5tLl tend to procrastinate about doing my homework. 1 usually 
find other important things to do. 
5 ^ It is crucial to analyze the Berlin Mall from several 
perspectives and within the context of the post MW II era. 
6 Jj Other institutions have been faced with the prospect of 
eliminating smoking, however because we are a school and 
teachers are expected to be role models, it seems to be more 
important that they set a good example. 
7_:^i couldn't do the assignment. 1 saw a question I couldn't 
answer and the words blurred together, my hands got 
sweaty and my mind went blank. 
8 _Perhaps the reason my boyfriend told me he wanted to break 
up when he knew I wouldn't be able to respond Is because he 
doesn't understand "why" himself. 
9 When I think about the end of the Berlin Wall I realize It 
Is more complex than I had thought. 
10 I broke up with my boyfriend yesterday. I was standing In 
the hall and he walked up to me and said he didn't want to 
go out with me anymore and then walked away. 
11 Cigarettes smell and there are butts all over the ground. 
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12_If I don't do my homework but tell my teacher 1 have 
i\ forgotten It, when I really do forget It he won't believe 
me. 
laSfA _I am angry at my boyfriend. My body is stiff end my 
gestures abrupt. My lips are tight so my words are clipped. 
My boyfriend yells, his gestures seem enormous and his words 
Just spill out. 
14 _^The Berlin Wall was built because the Soviet Union did not 
want people to leave East Germany. 
f 
15 _It is crucial that schools set an example and pass a "no 
smoking" rule, yet for some people this is seen as an 
infringement of their rights. They argue that they have 
chosen to smoke and if they wish to risk cancer, that is 
their choice. Non smokers counter this with the arguement 
that second hand smoke is more harmful than first hand 
smoke, therefore their right to clean air is being violated. 
Although 1 agree with this arguement, 1 believe that 
understanding the smokers* feelings can help us resolve this 
discussion with mutual respect. 
■'16 I can understand that the teacher wants me to hand my 
homework in because it will not only help me understand the 
material better but I will learn to study on my own and 
perhaps learn to manage my time better. Yet when there is so 
much to learn outside the classroom, I find it diffucult to 
believe homework is that Important. 
17 P' 1 don't believe in war. I don’t understand how anyone could 
ever go to war. 
18 The characters are always talking in loud voices and waving 
their arms around. 
19 
20 
I know I do not believe in war as an effective way to 
-Fesolve differences but I guess if all you have ever 
experienced is violence, that is the method you will use. 
I know I am not the only person in the world to feel 
-^werless about my ability to Influence what's happening, I 
guess I have to hope I can do a little bit. 
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Developmental Assessment Training Sessions 
(frejQPost Test 
Please rate the following student statements as: 
Sensor!-Motor (SM) 
Concrete (C) 
Formal (F) 
Dialectic (D) 
1^1 supported the "no smoking" campaign at school because I 
think smoking Is a waste of money and bad for your health. 
2 P I'm really angry at my boyfriend yet I know right noe he 
needs some space to figure out who he Is. I think that 
Inside I am relieved, perhaps I need some space too. 
3 It*s scarey to see all that barbed wire on top of the 
wall, stretching for miles around Berlin, with lights and 
guards everywhere. 
1_^_1 tend to procrastinate about doing my homework. I usually 
find other important things tp do. 
5 ^ It is crucial to analyze the Berlin Wall from several 
perspectives and within the context of the post WW II era. 
V 6 ^ Other institutions have been faced with the prospect of 
eliminating smoking, however because we are a school and 
teachers are expected to be role models. It seems to be more 
Important that they set a good example. 
7 51 I couldn't do the assignment. I saw a question I couldn't 
answer and the words blurred together, my hands got 
sweaty and my mind went blank. 
•/ 8 0 Perhaps the reason my boyfriend told me he wanted to break 
—vhen he knew I wouldn't be able to respond Is because he up - - 
doesn't understand "why" himself. 
s' 9 X) When I think about the end of the Berlin Wall I realize it 
Is more complex than I had thought. 
10 K 1 broke up with my boyfriend yesterday. I was standing in 
“^^he hall and he walked up to me and said he didn t want to 
go out with me anymore and then walked away. 
11Cigarettes smell and there are butts all over the ground. 
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12 Tf I don’t do my homework but tell my teacher I have 
forgotten it, when I really do forget It he won’t believe 
me. 
am angry at my boyfriend. My body is stiff and my 
gestures abrupt. My lips are tight so my words are clipped. 
My boyfriend yells, his gestures seem enormous end his words 
Just spill out. 
14 C»»The Berlin Wall was built because the Soviet Union did not 
want people to leave East Germany. 
■s; 15 ^ It is crucial that schools set an example and pass a "no 
“smoking" rule, yet for some people this is seen as an 
infringement of their rights. They argue that they have 
chosen to smoke and if they wish to risk cancer, that is 
their choice. Non smokers counter this with the argueroent 
that second hand smoke is more harmful than first hand 
smoke, therefore their right to clean air is being violated. 
Although I agree with this arguement, I believe that 
understanding the smokers’ feelings can help us resolve this 
discussion with mutual respect. 
16 P I can understand that the teacher wants me to hand my 
"*^omework in because it will not only help me understand the 
material better but I will learn to study on my o^ and 
perhaps learn to manage my time better. Yet 
much to learn outside the classroom, 1 find it diffucult to 
believe homework is that important. 
17 P 1 don’t believe in war. I don’t understand how anyone could 
ever go to war. 
18 
l^The characters are always talking in loud voices and waving 
19 
heir arms around. 
P I know I do not believe in war as an effective way to 
guess 1 have to hope 1 can do a little bit. 
183 
V 
Developmental Assessment Training Sessions 
(^Pre^^ost TesT 
Please rate the following student statements as: 
Sensori-Motor (SM) 
Concrete (c) 
Formal (p) 
Dialectic (D) 
1 C I supported the 
think smoking Is 
"no smoking" campaign at school because I 
a waste of money and bad for your health. 
^ D really angry at my boyfriend yet 1 know right noe he 
needs some space to figure out who he Is. I think that 
Inside I am relieved, perhaps I need some space too. 
It*s scarey to see all that barbed wire on top of the 
wall, stretching for miles around Berlin, with lights and 
guards everywhere. 
'V 4_1 tend to procrastinate about doing my homework. I usually 
find other Important things to do. 
• Xs ^ It is crucial to analyze the Berlin Wall from several ^ 
' perspectives and within the context of the post WW II era. 
6 ^ Other Institutions have been faced with the prospect of 
eliminating smoking, however because we are a school and 
teachers are expected to be role models, it seems to be more 
important that they set a good example. 
yfjlA I couldn’t do the assignment. I saw a question I couldn't 
answer and the words blurred together, my hands got 
sweaty and my mind went blank. 
8 Perhaps the reason my boyfriend told me he wanted to break 
up when he knew I wouldn't be able to respond Is because he 
doesn't understand "why" himself. 
Yg When I think about the end of the Berlin Wall I realize it 
is more complex than I had thought. 
J.0 ^ I broke up with my boyfriend yesterday. I was standing in 
the hall and he walked up to me and said he didn't want to 
go out with me anymore and then walked away. 
5^ 11 ^ Cigarettes smell and there are butts all over the ground. 
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V 12_If I don't do my homework but tell my teacher 1 have 
forgotten it, when I really do forget it he won't believe 
me. 
13^ I am angry at my boyfriend. My body is stiff and my ^ 
gestures abrupt. My lips are tight so my words are clipped. ^ 
My boyfriend yells, his gestures seem enormous and his words ' 
just spill out. 
yi4 The Berlin Wall was built because the Soviet Union did not 
want people to leave East Germany. 
15 0 It is crucial that schools set an example end pass a "no 
smoking" rule, yet for some people this is seen as an 
infringement of their rights. They argue that they have 
chosen to smoke and if they wish to risk cancer, that is 
their choice. Non smokers counter this with the arguement 
that second hand smoke is more harmful than first hand 
smoke, therefore their right to clean air is being violated. 
Although I agree with this arguement, I believe that 
understanding the smokers' feelings can help us resolve this 
discussion with mutual respect. 
Vie_I can understand that the teacher wants me to hand my 
homework in because it will not only help me understand the 
material better but I will learn to study on my own end 
perhaps learn to manage my time better. Yet when there is so 
much to learn outside the classroom, 1 find it diffucult to 
believe homework is that important. 
\ 17 I don’t believe in war. I don’t understand how anyone could 
ever go to war. 
18 The characters are always talking in loud voices and waving 
their arms around. 
'Y 19 I know I do not believe in war as an effective way to 
-resolve differences but I guess if all you have ever 
experienced is violence, that is the method you will use. 
-420 1 know I am not the only person in the world to feel 
-Mwerless about my ability to influence what's happening, I 
guess I have to hope I can do a little bit. 
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Developmental Assessment Training Sessions 
Please rate the following student statements as 
Sensor!-Motor 
Concrete 
Formal 
Dialectic 
(SM) 
(C) 
(F) 
(D) 
supported the "no smoking" campaign at school because 1 
think smoking is a waste of money and bad for your health. 
—I'"* really angry at my boyfriend yet I know right noe he 
needs some space to figure out who he is. I think that 
inside 1 am relieved, perhaps I need some space too. 
3_$C^_lt's scarey to see all that barbed wire on top of the 
wall, stretching for miles around Berlin, with lights and 
guards everywhere. 
4_^__I tend to procrastinate about doing my homework. I usuall 
find other important things to do. 
V5_£_ It Is crucial to analyze the Berlin Wall from several 
perspectives and within the context of the post WW II era. 
have been faced with the prospect of 
eliminating smoking, however because we are a school and 
teachers are expected to be role models, it seems to be more 
Important that they set a good example. 
7_^jj_I couldn't do the assignment. 1 saw a question I couldn't 
answer and the words blurred together, my hands got 
sweaty and my mind went blank. 
D Perhaps the reason my boyfriend told me he wanted to break 
up when he knew I wouldn't be able to respond is because he 
doesn't understand "why" himself. 
When I think about the end of the Berlin Wall 1 realize it 
is more complex than I had thought. 
with my boyfriend yesterday. I was standing in 
the hall and he walked up to me and said he didn't want to 
go out with me anymore and then walked away. 
butts all over the ground. 
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If I don’t do my homework but tell my teacher I have 
forgotten it, when I really do forget it he won't believe 
me. 
13 ^ I am angry at my boyfriend. My body is stiff and my 
gestures abrupt. My lips are tight so my words are clipped. 
My boyfriend yells, his gestures seem enormous and his words 
just spill out. 
14 The Berlin Wall was built because the Soviet Union did not 
want people to leave East Germany. 
15 It is crucial that schools set an example and pass a "no 
smoking" rule, yet for some people this is seen as an 
infringement of their rights. They argue that they have 
chosen to smoke and if they wish to risk cancer, that is 
their choice. Non smokers counter this with the arguement 
that second hand smoke is more harmful than first hand 
smoke, therefore their right to clean air is being violated. 
Although 1 agree with this arguement, 1 believe that 
understanding the smokers' feelings can help us resolve this 
discussion with mutual respect. 
Yi6$ri _I can understand that the teacher wants me to hand my 
homework in because it will not only help me understand the 
material better but I will learn to study on my own and 
perhaps learn to manage my time better. Yet when there is so 
much to learn outside the classroom, I find it diffucult to 
believe homework is that important. 
^ I don't believe in war. I don't understand how anyone could 
^ ever go to war. 
18 The characters are always talking in loud voices and waving 
their arms around. 
"^19 I know I do not believe in war as an effective way to 
resolve differences but I guess if all you have ever 
experienced is violence, that is the method you will use. 
I20 I know I am not the only person in the world to feel 
powerless about my ability to influence what's happening, I 
guess I have to hope 1 can do a little bit. 
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Developmental Assessment Training Sessions 
Pre/Post^Test 
Please X'ate the following student statements as: 
Sensor!-Motor (SM) 
Concrete (C) 
Formal (F) 
Dialectic (D) 
Anne had been rejected so many times before that Marine's 
disappointment simply reinforced her feelings of inadequacy. 
2That politician had a very red face and loud voice. 
3 C/ To make the high school hockey team 1 need to improve my 
slap shot, practice my body checking and build up my 
conditioning. I have set up a net in my back yard, am 
running every day and have asked my coach for extra help. 
4 ^ All people see when they look at me is a tough looking girl 
with a leather jacket and long hair. Their smug expressions, 
short hair and three piece suits make me feel small. 
51 feel good wearing my leather jacket, it's warm, soft and 
looks tough. 
6 f. Anne was picked up at the station by Mathew. He didn't tell 
her he and Marilla had asked for a boy. Anne cried when 
Marilla told her. 
v' 7 Politicians make me mad. They are always smiling or 
sounding so sincere or speaking to you in that tone of voice 
your teacher uses when he wants you to know how dumb you 
are. 
nT 8 r 1 loved the feelings of power and speed I had when I skated 
* yesterday. I loved the sound of the blade on the ice and the 
bite of the wind against my face. I loved the warm feeling I 
got when I tried something new and it worked. 
'• 9 0 I have mixed feelings about politicians. I know they have 
to play the game to get elected but I wish I could believe 
they were all honest. 
10 ^ If I do more volunteer work in the community then my 
-leather jacket and long hair won't keep people from knowing 
me. 
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From Anne's perspective Marine's rejection was 
devlstatlng, she had hoped so desperately that she would 
find a home. She reacted emotionally. Marina's reaction was 
practical, she needed help on the farm. Mathew was tom, he 
understood the need for a farm hand but his heart ached for 
the lonely little girl. 
12 Q I worked hard to make the team. I think attitude should be 
important in selection, but I guess the coach had to think 
of other things when he made his choices. It must have been 
hard for him to decide what was most Important. Yet I think 
someone who works hard, even If they don't have the best 
stick handling on the team, can inspire the others to do 
better. 
13 I guess I should realize how scarey my leather jacket and 
long hair must seem to old people. Something that means 
warmth and comfort to me may mean something frightening to 
them. 
14^ Anne's red hair gleamed in the sunlight, contrasting 
sharply with the drab brown of her dress. . 
15 ^ There have been honest politicians, I believe anyone who 
' -runs for office should be better than the rest of us, not 
"only human". 
Every time I open my math book my stomach knots and my head 
starts to ache. 
17 1. Jhere seems to be a pattern In the incidence of violence 
throughout the world's history. 
18 O It Is fascinating to compare U.S. and Soviet perspectives 
on their respective actions in Central America and Albania. 
Each declared thdlr situation was different, that their 
actions were justified. Each condemned the other. 
^(iQ C I had a dream, I woke up sweating with my heart pounding. 
All I could see was smoke and burning houses. 1 heard 
screaming. 
20^ I chose this course because I believed It would begin to 
prepare me to study medicine. 
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Developmental Asses^pient Training Sessions 
Pre/|>Pos^ Test~^ 
/ 
Please rate the following student statements as: 
Sensori-Motor (SM) 
Concrete (c) 
Formal (p) 
Dialectic (D) 
^ne had been rejected so many times before that Marina's 
disappointment simply reinforced her feelings of Inadequacy. 
That politician had a very red face and loud voice. 
^.S=L_To make the high school hockey team I need to Improve my 
slap shot, practice my body checking and build up my 
conditioning. 1 have set up a net In my back yard, am 
running every day and have asked my coach for extra help. 
All people see when they look at me Is a tough looking girl 
with a leather jacket and long hair. Their smug expressions, 
short hair and three piece suits make me feel small. 
5 I feel good wearing my leather jacket. It's warm, soft and 
looks tough. 
6 G Anne was picked up at the station by Mathew. He didn't tell 
her he and Marllla had asked for a boy. Anne cried when 
Marllla told her. 
7 ^ Politicians make me mad. They are always smiling or 
sounding so sincere or speaking to you In that tone of voice 
your teacher uses when he wants you to know how dumb you 
are. 
.V 8 SKl loved the feelings of power and speed I had when I skated 
yesterday. I loved the sound of the blade on the Ice and the 
bite of the wind against my face. 1 loved the warm feeling I 
got when I tried something new and It worked. 
I have mixed feelings about politicians. I know they have 
' N to play the game to got elected but I wish I could believe 
they were all honest. 
10 0 If I do more volunteer work In the community then my 
^ leather jacket and long hair won't keep people from knowing 
me. 
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-Anne's perspective Marine’s rejection was 
hoped so desperately that she would 
find a home. She reacted emotionally. Marina's reaction was 
fw® needed help on the farm. Mathew was tom, he 
heart ached for 
the lonely little girl. 
worked hard to make the team. I think attitude should be 
selection, but I guess the coach had to think 
of other things when he made his choices. It must have been 
nard for him to decide what was most important. Yet I think 
someone who works hard, even if they don't have the best 
stick handling on the team, can inspire the others to do 
better. 
M3. fx guess 1 should realize how scarey my leather jacket and 
long hair must seem to old people. Something that means 
warmth and comfort to me may mean something frightenlnq to 
them. ® 
Anne's red hair gleamed in the sunlight, contrasting 
sharply with the drab brown of her dress. 
^ 15 |— There have been honest politicians, 1 believe anyone who 
‘ runs for office should bo better than the rest of us, not 
"only human". 
16 Every time I open my math book my stomach knots and my head 
starts to ache. 
17 ^ There seems to be a pattern in the incidence of violence 
throughout the world's history. 
18 V It Is fascinating to compare U.S. and Soviet perspectives 
• on their respective actions in Central America and Albania. 
Each declared their situation was different, that their 
actions were justified. Each condemned the other. 
Sri.1 had a dream, I woke up sweating with my heart pounding. 
All 1 could see was smoke and burning houses. 1 heard 
screaming. 
20 Cy. I chose this course because I believed it would begin to 
prepare me to study medicine. 
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Developmental AssescmeAjb Training Sessions 
Prqf7Ppst^est 
Please rate the following student statements as: 
Sensor1-Motor (SM) 
Concrete (C) 
Formal (F) 
Dialectic (D) 
V iJ> Anne had been rejected so many times before that Marilla's 
disappointment simply reinforced her feelings of Inadequacy. 
That politician had a very red face and loud voice. 
3 0 ^ To make the high school hockey team I need to improve my 
slap shot, practice my body checking and build up my 
conditioning. I have set up a net in my back yard, am 
running every day and have asked my coach for extra help. 
All people see when they look at me is a tough looking girl 
with a leather jacket and long hair. Their smug expressions, 
short hair and three piece suits make me feel small. 
_I feel good wearing my leather jacket, it's warm, soft and 
looks tough. 
V 6 ^ Anne was picked up at the station by Mathew. He didn't tell 
her he and Marilla had asked for a boy. Anne cried when 
Marilla told her. 
V 7 r Politicians make me mad. They are always smiling or 
sounding so sincere or speaking to you in that tone of voice 
your teacher uses when he wants you to know how dumb you 
are. 
I loved the feelings of power and speed I had when 1 skated 
yesterday. I loved the sound of the blade on the ice and the 
bite of the wind against my face. I loved the warm feeling I 
got when I tried something new and it worked. 
9 I have mixed feelings about politicians. I know they have 
to play the game to get elected but I wish 1 could believe 
they were all honest. 
10 If I do more volunteer work in the community then my 
-leather jacket and long hair won't keep people from knowing 
me. 
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^ think attitude should be 
o^oSer tMnof ?o ?iink 
hLd for hii to rf® choices. It must have been 
nara tor him to decide what was most important. Yet I think 
s?JcrhanS?ir^’^® the ^es^ 
better!^ ^ Inspire the others to do 
13J2_ 
^ should realize how scarey my leather Jacket and 
ifl^th people. Something that means 
warmth and comfort to me may mean something frightening to 
V 14 Anne's gleamed in the sunlight, contrasting 
sharply with the drab brown of her dress. 
sa 
_There have been honest politicians, 1 believe anyone who 
^ns for office should be better than the rest of us, not 
"only human". ' 
Evepf time I open my math book my stomach knots and my head 
starts to ache. 
17_^_There seems to be a pattern in the incidence of violence 
throughout the world's history. 
18_^_It is fascinating to compare U.S. and Soviet perspectives 
on their respective actions in Central America and Albania. 
Each declared their situation was different, that their 
actions were Justified. Each condemned the other. 
19^/y 
ylO 
_I had a dream, I woke up sweating with my heart pounding. 
All 1 could see was smoke and burning houses. 1 heard 
screaming. 
chose this course because I believed it would begin to 
prepare me to study medicine. 
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Developmental Assessment Training Sessions 
Prey/Po^jTest 
Please rate the following student statements as: 
Sensori-Motor (SM) 
Concrete (C) 
Formal (F) 
Dialectic (D) 
1 f' Anne had been rejected so many times before that Marilla's 
disappointment simply reinforced her feelings of inadequacy. 
That politician had a very red face and loud voice. 
3 C. To make the high school hockey team 1 need to improve my 
slap shot, practice my body checking and build up my 
conditioning. I have set up a net in my back yard, am 
running every day and have asked my coach for extra help. 
4 0, All people see when they look at me is a tough looking girl 
with a leather jacket and long hair. Their smug expressions, 
short hair and three piece suits make me feel small. 
5 !*SA1 I feel good wearing my leather jacket, it’s warm, soft and 
looks tough. 
Anne was picked up at the station by Mathew. He didn't tell 
her he and Marllla had asked for a boy. Anne cried when 
Marllla told her. 
'^7 Politicians make me mad. They are always smiling or 
sounding so sincere or speaking to you in that tone of voice 
your teacher uses when he wants you to know how dumb you 
are. 
*8 SM-I loved the feelings of power and speed I had when I skated 
^ yesterday. 1 loved the sound of the blade on the ice and the 
bite of the wind against my face. I loved the warm feeling 1 
got when I tried something new and it worked. 
y 9 D I have mixed feelings about politicians. I know they have 
— to play the game to get elected but 1 wish I could believe 
they were all honest. 
10 (L If I do more volunteer work in the community then my 
■^^eather jacket and long hair won’t keep people from knowing 
me. 
I 
i 
i| 
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“^evlstitiL Marina’s rejection was 
find a homf' hoped so desperately that she would 
emotionally. Marllla'a reaction waa 
SS5«M^d III «ethew waa lo^S? ll 
the mtJrgiS! “ ‘’“'= echea for 
^^’^ipoJIan? J^MJeo?!™ ^but*?”"' ' "«““■>» ehould be 
of other K ^ w' ^ ^ ^ guess the coach had to think 
hLS mJ,"?; SeSa^wrJ® “ ■"“='= havrSeen to GGcxGo whflt w&s mos^ iinoor'tflnt v^4“ t 4-v»4r\i^ 
™SanS?lnro; III L=“"’' 
bUter. ^ ^ ® Inspire the others to do 
^^-0. ^ guess 1 should realize how scarey my leather Jacket and 
iSth^and^cSmfoJtV® People. Something that means 
thSS!^ ^ comfort to me may mean something frightening to 
V sunlight, contrasting 
sharply with the drab brown of her dress# 
5°"®;* PO^tlclana, I believe anyone who 
^nly^human-t better than the rest of us, not 
16jSlj_^e^ time I open my math book- my stomach knots and my head 
starts to ache. 
There seems to be a pattern in the Incidence of violence 
throughout the world's history. 
yi8_^^It is fascinating to compare U.S. and Soviet perspectives 
on their respective actions in Central America and Albania. 
Each declared their situation was different, that their 
sctions were Justified. Each condemned the other. 
d I had a dream, I woke up sweating with my heart pounding. 
All I could see was smoke and burning houses. 1 heard 
screaming. 
20 . I chose this course because I believed it would begin to 
prepare me to study medicine. 
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Developmental Asse^gmopt Training Sessions 
Pre^Vos^.Test 
Please rate the following student statements as: 
Sensor1-Motor (SM) 
Concrete (C) 
Formal (F) 
Dialectic (D) 
Y 1 P Anne had been rejected so many times before that Marllla's 
disappointment simply reinforced her feelings of Inadequacy. 
2 S^, That politician had a very red face and loud voice. 
3 O' To make the high school hockey team I need to Improve my 
slap shot, practice my body checking and build up my 
conditioning. I have set up a net In my back yard, am 
running every day and have asked my coach for extra help. 
4 ^ All people see when they look at me Is a tough looking girl 
with a leather jacket and long hair. Their smug expressions, 
short hair and three piece suits make me feel small. 
V.5 Cr I feel good wearing my leather jacket. It’s varm, soft and 
looks tough. 
‘ 6 F Anne was picked up at the station by Mathew. He didn’t tell 
her he and Marllla had asked for a boy. Anne cried when 
Marllla told her. 
• ? F* Politicians make me mad. They are always smiling or 
sounding so sincere ot speaking to you In that tone of voice 
your teacher uses when he wants you to know how dumb you 
are. 
y'e I loved the feelings of power and speed 1 had when I skated 
yesterday. I loved the sound of the blade on the Ice and the 
bite of the wind against my face. 1 loved the warm feeling 1 
got when I tried something new and It worked. 
9 I have mixed feelings about politicians. I know they have 
to plsy the game to get elected but I wish I could believe 
they were all honest. 
10 C If I do more volunteer work In the community then my 
-leather jacket and long hair won’t keep people from knowing 
me. 
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-deJlstttlna' rejection u.e 
find rJornl' that ahe would 
practical ^ emotionally. Manila’s reaction was 
understood the *'®^P O” the farm. Mathew was tom, he 
thr^OT^y wltJrglr!! ■ ached'for 
^"aetec??on “ut^r^e"' thouKi be 
be^re“ srrs^; 
bettL. ®"'' inspire the others to do 
^ ^ should realize how scarey my leather lacket nnri 
iamth^a^d^comfoJtV® People. Something that means 
tS!^ ^ comfort to me may mean something frightening to 
14.£il_j^ne's red hair gleamed in the sunlight, contrastino 
sharply with the drab brown of her dress. ^ 
—^There have been honest politicians, I believe anyone who 
^nly hSmm-^''® should be better than the rest of us, not 
ti"‘Lhe°^®'' stomach knots and my head 
17_H.^There seems to be a pattern in the incidence of violence 
throughout the world's history. 
18_f^lt is fascinating to compare U.S. and Soviet perspectives 
on their respective actions in Central America and Albania. 
Each declared their situation was different, that their 
sctions were Justified. Each condemned the other. 
I had a dream, I woke up sweating with my heart pounding. 
All I could see was smoke and burning houses. 1 heard 
screaming. 
20 1 chose this course because I believed it would begin to 
prepare me to study medicine. 
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APPENDIX G 
EVALUATION FORM 
Evaluation 
of 
Developmental Assessment Paradigm 
Training Sessions 
After two Developmental Assessment Training Sessions do you 
believe you are able to: 
include an example within your response/ use the 
back of this paper if necessary) 
^ • “identify levels of affective and cognitive development 
within students' dialogue? 
2. initiate dialogue that expands an existing level of 
development and/or moves to a different level? 
3. -prescribe a variety of teaching strategies appropriate 
at each developmental level? 
4. -plan classes to take advantage of information learned 
through using DA techniques? 
5. -identify DA levels within your classes? 
6. -use DA in a class situation? 
7. -identify your own level of cognitive and affective 
development in different situations? 
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APPENDIX H 
RESPONSES TO THE EVALUATION FORM 
Evaluation 
of 
Developmental Assessment Paradigm 
Training Sessions 
After two Developmental Assessment Training Sessions do you 
believe you are able to: 
(please include an example within your response, use the back of 
this paper if necessary) 
1. “identify levels of affective and cognitive development 
within students’ dialogue? 
/) yunoL *— 
yl/ic ^ 
2. -initiate dialogue that expands an existing level of 
development and/or moves to a different level? • . { 
ViJm- jaU-r ,. ‘^ " 
3. -pre^ribe a variety of teaching strategies appropriate at ^ 
each developmental level? . / / / 
cJ ’/yyi yi/VOi CA- caj/^^ '■ ', ^iSyry 
dewLct ^ yU oMxA^ d /W ^ 
4. -plan classes 
through using DA t 
\J-^ , Jj) y0.c2rr-,'lQ^- .. cV.Vl-*- 
/ 
Xry l/JCn 
J/ f ‘ 
cO J^rd 
5. -identify DA levels within your clas/es? , , J ynjy' 
/”d. . y. yf.jA 
6. -use DA in a class situation? / wirthd 
^0 ficjr,t, mUaU , J ^ vjt cU 
■jtcu, /macX f ^ Aj -A teal 
■deientify your own level/of cognitive and affective , ^ 
jpment in different situations? , , ^ 
/- 
7 . 
develop t 
/m/ 
/1 -L'C- 
/ 
u /I , ''" V^ 
,yiu / ^y- 
. / J- .l}nl ( '/yM'- 
—A 
./--!• 
d ' A’.// .c.<^(y 
„ My:.:-y /I *- 
/,' k: •/ 7 /n Vl.( 
J jJ: X' 
l-dy^ 'A/>-y 
y y 
y ■ jcrJ _ 
// L> !/’. ■' 
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Evaluation 
of 
Developmental Assessment Parajtwni 
Training Sessions 
S!ueve‘';oS*«e°S!f Training Sessions do you 
«»Ponse, use the beet of 
iithi;"«C5ejL'®d!i!ogL5“®‘^“'" "^nltlve development 
.Xoj-cA ^ j2-L.cniX. 
3* “initiate dialogue that expands an existing level of 
development and/or moves to a different level? 
t^. h^l -b dU aJLL SI iU. 
Co. C^xaOoTko (<zSuul \yiovS 
, ,. , /o cJCJ^Sjju>s> JbiLrJ^ 
3* -prescribe a variety of teaching strategi^ appropriate at 
each developmental level? 
vaaJLc^oO ."/Lc 
w 5oC>J<- <s. OftrUO^/^ cLaju:/' 
H-v ii-^ -bUxi-iA ^ . 0 V 
—vt(Lt6 *V CMlfXt/O 4opJ Ce-- (y>« _i-fts’-. ^.4 
4. -plan classes to take advantage of information learoed crvciAhj» -/ 
through using DA techniques? 
“■ i-v^ <-o ^ 
5. 
6. 
-Identify DA levels within your classes? 
^jU^j <^OrC^ 
4o ^^njisyc fi/Jh ^ c>c>a>ucfeo uJo '-^roJ . 
-us’J^DX^s^adg^ffifa&lSon'r*. g-O "ft.civ O' 
si'-JUu/C u-ojlcL 
7. -Identify your own level of cognitive and affective 
development in different situations? _, i /) /f 
^i>Ct^A<r.X7:^^-o CX^K-CZ^ 
-o') si .K>OU -/o HA^-V-V ^ f ' 
^ dUoXocto- ^ ! 
!^>0 1/^ 
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Evaluation 
of 
Developmental Assessment Paradigm 
Training Sessions 
After two Developmental Assessment Training Sessions do you 
believe you are ed)le to: 
(please include an example within your response, use the back of 
this paper if necessary) 
1. -identify levels-of affective and cognitive development 
within students' dialogue? 
<-.V/ V 
2. -initiate dialogue that expands an existing level^f 
development and/or moves to a different level? 
, ^ Uf A/omw c0*'•2: 
/A-t' t-* 
V 'f 
3. -prescribe a variety of teaching strategies appropriate at 
each developmental level? 
C./AJW TT 'TU. 
4. -plan classes to take advantage of Information learned 
through using DA techniques? . . 
' 
5. -identify DA levels within your classes? 
-C,m^, ^ ‘rf A 
6. -use DA in a class situation? 
^ ^ /, ^ tu -y* 
7. -Identify your own level of cognitlj^ and affective 
development in different situations? 
.... ^ y-rL^./c j-o - y c-^ ^ 
I r/i,- 4jr’ ^ tju.JL^ ^,/u^ 
i ,..>t '>/- 
^ us.o y • T 
*✓ <■' 
6 
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Evaluation 
of 
developmental Assessment Paradlom 
Training gesslonn 
do you 
iSlmpt?'ine«us;“f' “« t»e buck o£ 
M*^xry 
j* “initiate dialogue that ex^nds an e) 
development and/or moves to a different 1< 
^---weacii 
each d^elopmental level? ^ 
sebfm^^ ^ _ 
'',-CX'^^>cS 
,C<rvc£j 
ig strategies appropriate at 
ex ^ A — 
S. 
JhrouXSslng‘‘Dr?echnJSLr“''‘“’' 
l^--" 
“* -prescribe a variety 
5. -Identify DA levels within your classes? 
6. -use DA in a class situation? 
7. -identify your own level of cognitive and affective 
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Evaluation 
of 
PeveloDmental Assessment Faradifpn 
Training Sessions 
After two Developmental Assessment Training Sessions do you 
believe you are able to: 
(please include PH example within your response, use the back of 
this paper If necessary) 
“identify levels of affective and cognitive development 
within students' dialogue? 
^ I wflS IdGa-ti 0^Mjrc{\ class ^ 
4Kx^ oolvC . IcVtK'if 1 oslCfldt c< -/orvwil Iwooid 
2. “initiate dialogue that expands an existing level of 
development and/or moves to a different level? * 
^ I woold li'tc prctcli'cp^ V/4U cVu)w 
^ W>^( of /vi6vj/v^’ -)t a 
TJV€^ 
• T c/ 
3. “prescribe a variety of teaching^strategies approprlAte-TTE 
each developmental level? ^ i'yptS oV rbcK . /^\fi\Lc\Cc. 
4. “plan classes to take advantage of i 
««c!>4v\/<r TMi 4* or'Kn 4 rriioc *> 
n?c 
nformation learned 
through using DA techniques? ^ 
14- v^oulA Ist hictf- 4® '-KjsdlocLe^l^ ct^ 
fes - 
Jv Woi* corr^^- Also ivW. 
9VUt^l^ -- ^ *GTJrv\ +v-t-u, ■ ^ 
5. “identify DA levels within your classes? 
itA' <jV^W Drv^'- . ^ /er-e^I 
-'I \ itcl 
6. -use DA a cl«s .ltu«lon7 
_ I u« t(an '^''^^Wti^aUu+ 
7. -identify your own level of cognitive and affective 
development in different situations? • 
Yes.- 1 ^ VY^ort- UotvAAxW. wJ-K Sli , ^ ^ 
wi-Jk dnli 
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APPENDIX I 
design of training sessions 
Design: Specifir 
Format 
Pretest 
Introduction: 
Welcome - 
Description 
Session T 
Individual 
Group 
names exchanged 
Time 
5 min. 
15 min. 
Purpose of study, their right to be 
anonymous, forms 
Outline of Sessions with rationale Flip chart 
provided by Dunn, Hersey and 
Blanchard, Ivey, and methodology 
used in Integrated Day teacher 
training. 
Flower exercise 
Information: 
Brainstorming 
recorded on 
flip chart 
Leader 40 min. 
Directed total 
History of Developmental Assessment 
and relationship to other theories. 
(Plato, Piaget, Blanchard, Kegan, 
Erikson, Maslow, Bloom, etc.) Overheads 
Description of DA levels; key words. Training Manual 
actions, characteristics. 
Dialogue from teachers' classes 
will be used at this point. Video Examples 
Practice: Small 45 min. 
Groups total 
Role playing in groups of three. 
Teachers will be encouraged to 
create "realistic, relevant" 
situations, as close to their 
own as possible without using 
names or specifics. Each DA level 
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Summary: 
will be practiced separately, 
together. 
then 
Video taping 
of groups 
Whole 15 min. 
Group 
Groups will share experiences: Recorded on 
Their skill development, comfort flip chart 
level. The possible application 
and integration of DA into their 
classes. 
We will discuss specific tasks to be attempted 
before the next session: 
- initiate discussion at each level of DA 
with students, bring examples to the next 
session. 
- rank (1-4) your use of the different levels of 
DA, beginning (1) with your predominant (most comfortable) 
one, ending (4) with the level you use least. First rank 
the levels you use in class then rank those you use outside 
class. Are they the same? 
We will set a date, time, place for next session. 
Teachers will make appointments for my visit to their 
class (optional). 
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Session tt 
Introduction: 
Welcome 
Outline of workshop 
Information: 
Leader 5 min. 
Directed 
Flip chart 
Whole Group 20-30 
min. 
General discussion of: 
successful use of DA 
difficulties encountered 
Specific discussion with anonymous 
examples of: 
successful use of DA 
difficulties encountered 
recorded on 
flip chart 
refer to 
Training Manual 
Discussion of teachers^ predominant whole group 
levels. 
Practice: 
Design a lesson, using DA as part individual 10-15 
of rationale. or small min. 
group 
Implement part of lesson (capsulize small 45 min. 
or choose one or two sections) group 
using one participant as teacher 
and two as students. video tape 
Summary: 
Post test individual 5 min. 
Evaluation individual 5-10 min. 
Discussion of DA, next steps Whole group 
Questions about study, availability 
of draft and completed copies. 
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APPENDIX J 
GLICKMAN'S MODEL OF SUPERVISION^® 
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^®Carl D. Glickman, S\jpervisio.n 
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Instruction, 
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APPENDIX L 
RELEASE FORMS FOR PARTICIPANTS AND STUDENTS 
„ , ' -i__, understand tliat the 
Developmental Assessment Training sessions are the research 
component of Mary Drodhead's doctoral dissertation. I agree to 
participate and allow any material I generate as part of the 
sessions to bo used anonymously in her dissertation. I understand 
I will havo "the opportuni'ty lo road It before publication. 
Pa^^^ipanv's signature/ date/ // 
May , 1990 
Dear Parents, 
Your son/daughter's teacher has been asked to participate in 
the research study I am conducting as part of my doctoral 
dissertation. The purpose of my study is to train teachers to 
recognize the cognitive and affective levels of their students on 
any given task. Your son/daughter's teacher has been asked to 
tape and then transcribe dialogue from his/her classroom. This 
dialogue will not be identified in any way, (no names will be 
used) nor will it be judged as good or bad, right or wrong. 
The teachers will read my dissertation before publication to 
insure that anonymity is maintained. The dissertation will bo 
available at the high school before and after publication for any 
students and/or parents to read. 
Please feel free to call me if you have any questions. (021- 
1328) Thank you. 
Sincerely, 
Mary Brodhead 
Doctoral Candidate 
University of Massachusetts 
Amherst, Ma. 
Doctoral Committee: 
Dr. Masha K. Rudman (Chairperson) 
Dr. Allen E. Ivey 
Dr. Harry Schumor 
I agree/ do not agree to let _ 
be used anonymously in Mary Brodhead's doctoral 
_ 's dialogue 
dissertation. 
Parent's signature/ date 
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APPENDIX M 
transcribed dialogue from PARTICIPANTS' CLASSROOMS 
QUESTIONS AND ANSWERS DlALOrJIF. 
A. . -..HISTORY CLASS - TWO TOPICS FOR THE DAY 
- i) T. V. log sheet 
- ii) bar graphing instructions 
The following statement was made by a student when going through the 
instructions about how to keep the T.V. log - ‘Anyone can teU a T.V. program 
is Canadian made." 
0. - Why can you always tell a TV program is Canadian? 
A. - Boring, cheap. (Several students shouted out at same time) 
0. * Boring, in what way? - Nancy? 
A. - Like nothing ever happens. No real eicitement. Always tells what 
Canada was. Always talking, no aaion. 
0. - Why did you say it was boring. Jamie? 
A. - Nothing like Sesame St.. Switchback. 
0. - Did you know Switchback was Canadian made? 
A. - How can it be? I watch it on American T.V. 
0- - Is that a good indicator of where a T.V. show was made? 
A. -1 thought it was. 
Q. - Why do you not want to watch Canadian programs? 
A. - Parents would prefer to watch something else. 
0. - What programs is something else? 
A. - various answers - Wheel of Fortune, jeopardy, soaps, sports. 60 
Minutes. Cheers. Crosby 
0. * Can you name some Canadian shows that are just as good? 
A. - There is nothing, sir. 
A few minutes later, reviewing the T.V. log sheet instructions; 
0. - What must be put in the area marked "program watched"? 
A. . - sports 
0. * What did the instruaions say about this? - Larry? 
A. - We must give actual name of the program. Wide World of Sports and 
not just sports. 
0. - Good. What were the instruaions regarding the channel? 
A, - We want the call letters, not the channel Good. 
0. - Origins of program, means what again? Trish? 
A. - Put in the country it came from. 
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0. " And if you do noi know ihe origin? 
A. - Pul down you do noi know. 
S. Q. - How would we know where ihe program is made? 
Q. - Can anyone tell Alison how she would get this information? 
A. - Usually at the beginning or end of the program it tells you where it 
was made. 
SlJIlfi.._Hinory_class - giving instructions for a eraohing eiercise 
from Statistics. 
Statement by teacher - ” I have given you some graphs and 3 pages of 
statistics that go back to 1987,1983 and earlier. 
Q. - Could you look at data on the the first page of statistics and tell me 
who Canada's top three trading partners are? Cindy? 
A. - What? 
Q. - What I just asked the class? (in background, a shout of Ui.A.) 
Q. - Please. I am asking Cindy for the answer. Cindy, can you help us? 
A. -No 
0. - Are you looking on page 3? 
A. -No 
Q. - Perhaps, if you were looking it might help. Jeff, could you please 
help Cindy answer the question? 
A. - U5.A.-1 do not know the rest. 
0. - Tricia - could you complete the answer? 
A. - Japan and Britain. 
0. - Cindy, would you please repeat the three countries? 
A, - Japan. U5.A.. and Britain. 
Q. - Turn to page 2. What are exports? Shannon? 
A, - Goods we ship out of the country. 
- Thank you. 
Q. - What are imports then. Shannon? 
A - Some goods that we lake into the country> 
0.' - Using page 4. please pul down the 2 largest imports and exports for 
Canada. Tricia. what are they? 
A. - Motor vehicles and auto parts, wheat, steel, lumber 
0 - Thank you, but we wanted to pick out the top two in each category 
only. Alison, could you leU us what the top two are only when we 
look at exports? 
A. - Motor vehicles and auto parts. 
Very good. 
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0. ‘ For imports, vhai are the top 2 only? Lance? 
A. -1 don’t know where we are. 
Q. - Could someone tell him what page we are on? Heather? 
A. - Page 4 
Q. - Lance, what are the two major imports? 
A. - Auto parts and motor vehicles. 
Q. -Do they look the same as our exports? 
A. - Yeah 
Q. - What is the major difference though? Duane? 
A. - They are reversed in order. 
- Good 
Q. - Are there any questions on what the two largest imports and exports 
are for Canada? 
Q. 
A. 
Q. 
A. 
0. 
A. 
0. 
A. 
Q. 
A. 
Q. 
A. 
Q. 
A. 
- 1 want you to do bar graphs for me. Could someone suggest how you 
would do this bar graph for these three countries? Nancy? 
- For exports, you go back and look at how much there was and then 
for the first one. motor vehiches..... 
- Excuse me, but page 1 refers to what information for you to put on 
the bar graphs. 
- It isn’t exports and imports. 
- Right. What are we looking for to put on the bar graphs on page 1 ? 
- The countries. 
- Gayton. how would you distinguish between the three counties? 
- Look at the figures. 
- That is corrert but how would you distinguish these on the bar 
graphs? Gayton? 
- do not know. 
- Kerri, could you help him? 
- do not know. 
- How have you done graphs before? How did you distinguish on bar 
•graphs before? 
- Use different colours. 
(QUESTIONS WITH A HISTORY CLASS 
jhfjy are workjffg «p Indcpentlcnt gtudv. Q.wcatipn? 
yjYfn vhen conffrencing With StUdCDtS Oil thC fQCU8 eledglli 
of their independent studY tPPittx 
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Q. - This lopic here, we asked you lo do one in Canadian History. How 
are you going to connect this to Canadian History? 
A. - I don't know. 
Q. -But, it is a topic that interests you? 
A. - Very much. 
Q. - Does it fall into one of the four categories? 
A. - Yeah, I think so. 
0. - Which one? “Which of the four categories? 
A. - Would in not be under pre-World War 11 or was this World War ? 
Q. - Looks as if it is World War 11. Do you not agree? 
A. - Yes. Therefore it would be multicultural. 
Q. - OiC but what do the examples there show you about 
muticulturalism? What is the title? 
A. - Pre-WWli immigration policy) 
Q. - That would be referring to Canadian immigration policy. An the 
second example is? 
A. - The treatment of Japanese Canadians. 
0. - Therefore we are looking at a topic with Canadian content. Do you 
think your topic is Canadian content? 
A. - No. 
Q. - That is what we want you to do. Perhaps we can reverse you 
thinking Have you ever heard about the Canadian treatment of 
German Prisoners of War in Canadian prison camps? 
A, - No 
Q. - Or. how about looking at Canadian reaction to the concentration 
camps once they were discovered by Allied soldiers? 
A. - OK, but 1 could still do research on what went on in the German 
camps. 
0. - You have a small essay to prepare. Do you think you could work this 
reseach in? 
A, - I could have a paragraph of what went on. 
0. •- But would it become part of your thesis? 
A. - No, it could just be background information. 
death camps. Why do you think King would do somethi 
What are the implications? 
- Perhaps the Germans would have declared war on us. 
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- Do you really think so? Whai does it possibly tell you about 
Canadian society af that time? 
- We were very protective. 
-Of? 
- Oursevles, and our land, and our people. 
- A good point, but what else does it tell you about Canadian society if 
we turned back a boatload of Jewish immigrants or refugees? 
- Don't know. 
- What was the Canadian people's attitude to the Jewish boatload? 
- Sounds as if we were anti-Jewish. 
- Good. Does not this incident perhaps indicate that Canadians were 
anti-Semetic at this time? 
- Yeah -1 wonder what going on here to make us turn them away. 
- Does this give you some food for thought about a possible topic? 
- Yes - where would it come under in the four categories? 
0. - What have you got here for me? 
A. - My topic seleaion sheet. 
Q. - OK- your topic is going to be? 
A. - On women's issues. 
0. - And you want to do a contemporary paper on this topic? 
A. -Yes. 
Q. - Why on this topic? May I ask why you are interested in this topic? 
A. - Because there is so much controversy with her case. 
0. - And you have an interest in the case. What aspert of the case are 
you going to look at - the aauai abortion issue or the legal aspea? 
A. - The social aspect. Like how the people, how they thought about it 
and how each person thought about it Like how Chantal fell about it 
and how the boyfriend fell about it. 
Q, - OK. so you are going to look at it from a sociological point of view 
rather than the issue of abortion. Have you found enough sources on 
this issue? 
A. -1 so - lots is available in the vertical files. 
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Example 1 
Teacher: We all need affection but we don't know how to ask. So I want you to 
tell me how a child In a classroom might ask for affection without directly 
coming up to you and saying: I need a hug." 
Student 1; A kid might come up and grab your hand If you're going somewhere. 
Teacher: Touch is very important. That's one of the ways of reaching out. 
Student 2; Telling you about something that happened. I don't know. He lost 
something or a toy got broken. So you'll feel sorry for them. 
Teacher: You people have isolated two really important ways that we can reach 
other people or that we can show affection. One Is by, as Student 2 said, 
listening. We share experiences when we listen. The other, as Student 1 said, 
was by touch. 
Example 2 
Student reads example: Boy, 4, crying: Mommy I The wheels came off my truck. 
Teacher: Now first, a closed response to that. Student. 
Student: Urn, well, just fix it. 
Teacher: Pardon me. 
Student: Just fix it. 
Teacher: Why is that a closed response? 
Student: Because you don't have any feeling. You don't care about it. 
1. 
5. 
6. 
7. 
Clear Instructions as to purpose of class "Possible Problems facing people 
living in the Arctic" 
Use of Humour: student spoke loudly to be sure the tape was recording 
them (long, cold winters) - class, laughs loudly. 
Sense of competition - beat 15 different problems listed by another gr. 9 
class. 
Make the best of a students answer even if it appears to lack merit. 
Sense of ease, by participation in the class to achieve the goal. 
Student says "mv turn" - shows eagerness to participate. 
Major error on my part: putting words into students mouths, changing 
I 
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I 
their answers, this could be done later. 
8. Teach them at least one new work every class ie. infrastructure - 
improves vocabulary and instills. 
9. Haven’t heard froma couple guys yet." sexist 
10. Come on, we have to beat that other class. 
11. That's a good try. 
12. Well behaved class - necessary to have the class on task in order for 
learning to occur. 
13. Appropriate language "you don’t say "eh", Ken. You say "pardon"." 
This exercise allowed all of the class to participate and most did. 
15. Error. I did not congratulate them for achieving more "possible" answers 
than the other class. 
16. Students had a sense of sharing in the direction the class was proceeding. 
17. - How long is. their winters? student speaking. 
18. Myself repeated question correction: How long aia their winters? Without 
drawing attention to the grammatical error of the student. 
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APPENDIX N 
THE ASSUMPTIONS AND METHODOLOGY OF THE "INTEGRATED DAY 
IMPLICATIONS FOR THE TRAINING SESSIONS' DESIGN 
Assumptions and Methodology of the "IntearatPrt Day" 
Discussion 
The design of the two training sessions was influenced 
by the assumptions inherent in the goals, objectives, 
perspectives and methods of classroom teaching and teacher 
education used by proponents and practitioners of the 
integrated day", also referred to as "open education" or 
"progressive education" (Blitz, 1973; Bremer and Bremer, 
1972; Brown and Precious, 1968; Bussis and Chittenden, 1970; 
Frazier, 1972; Hassett and Weisberg, 1972; Isaacs, 1971; 
Mosston, 1972; Rathbone, 1971; Silberman, 1973; Stephens, 
1974; Walberg and Thomas, 1971; Weber, 1971; Wilson, 1972, 
Yeomans, 1971) . English educators tend to use the 
expression "integrated day" while "open education" is used 
more frequently by North American educators; however, the 
terms are interchangeable. "Progressive education" has 
become a popular expression. Its principles of 
individualization and active and participatory learning, as 
defined by the Network of Progressive Educators (Figure 
N.l), are similar to those 
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PRINCIPLES OF PROGRESSIVE EDUCATION 
Figure N 
Curriculum Tailored to Individual 
Learning Styles, Developmental Needs, 
and Intellectual Interests 
The Student as an Active Partner in 
Learning 
Arts, Sciences, and Humanities Equally 
Valued in an Interdisciplinary 
Curriculum 
Learning Through Direct Experience and 
Primary Material 
A Focus on Multi-Cultural and Global 
Perspectives 
The School as a Model of Democracy 
The School as a Humane Environment 
Commitment to the Community Beyond 
School 
Commitment to a Healthy Body through 
Sports and Outdoor Play 
.1 Principles of Progressive Education, [From the 
Network of Progressive Educators.] 
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of the integrated day. In this dissertation I use the term 
integrated day unless the author I quote uses the term open 
education or progressive education. 
Traub, Weiss, Fisher, and Musella define open education 
as a strategy for influencing the cognitive, conative, and 
affective development of children.Walberg and Thomas 
(1971) developed an operational definition by identifying 
teachers' perceptions of themselves, their attitudes toward 
their students and their assumptions about the process of 
learning and affective and cognitive development. 
An effective integrated day teachers will perceive 
themselves as an able, dependable, worthy, self-actualizing 
person. They will value their students as individuals and 
strive to develop their potential (Blitz, 1973; Bremer and 
Bremer, 1972; Combs, Avila, and Purkey, 1971; Featherstone, 
1971; Rathbone, 1971; Schmuck and Schmuck, 1971; Silberman, 
1973; Weinstein and Fantini, 1972; Wilson, 1972). As Combs, 
Avila, and Purkey note; "The most important single factor 
affecting behavior is the self-concept. What people do at 
every moment of their lives is a product of how they see 
themselves and the situations they are in."®^ 
^°Ross E. Traub, Joel Weiss, C.W. Fisher, Don Musella, 
"Closure on Openness: Describing and Quantifying Open 
Education", (Interchange. Vol 3, Nos. 2-3, 69-84, 1972), 
page 69. 
^^Arthur W. Combs, Donald L. Avila, William W.^ Purkey, 
Helping Relationships: Basic Concepts for the Helping[ 
Professions. (Boston: Allyn Bacon, Inc., 1971), page 39. 
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Walberg and Thomas believe teachers in an integrated 
day classroom will perceive their classroom role as that of 
an active experimenter, a continual learner and a 
facilitator. They sees their job as an opportunity for 
growth. They are comfortable with the students talcing the 
initiative when appropriate. Their assumptions about 
students is based on the belief that people are innately 
curious and are motivated to learn. Students are capable, 
with varying degrees of support, of making intelligent 
decisions in significant areas of their own learning. They 
learn according to their own style, at their own rate. 
Walberg and Thomas assume the function of a school should be 
to assist the students to learn to learn. 
Bussis and Chittenden's quadrant (1970) illustrates the 
infinite variety of student and teacher input into the 
decisions necessary to create a climate for learning (Figure 
N.2)^^. Although both the teacher and student have a 
relatively high degree of involvement in the decision making 
process, there is potential for the teacher to be more 
directive than the student or for the student to be more 
directive than the teacher. This compares with Hersey and 
Blanchard's quadrant (1982, 1969) of situational leadership 
(Figure l.l, page 6). 
^^Anne M. Bussis and Edward A. Chittenden, Analysis of 
Approach to Open Education: Interim Repor^, Figure 1, c 
1970, page 23, (Reprinted by permission of Educational 
Testing Service, Princeton, N.J.). 
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Situational leadership requires the knowledge to 
diagnose levels of maturity and ability and to choose the 
appropriate leadership style. There are many possible 
combinations within their four leadership styles. 
Hersey and Blanchard stress the need to develop these 
four styles and to acquire the skill to diagnose when to use 
each appropriately. This is also one of the great 
challenges for an integrated day teacher. S/he must 
diagnose a student^s readiness and plan appropriate 
interaction and environmental stimulation. S/he must be 
able to be directive at the appropriate time for the 
individual student and s/he must be able to step back when 
s/he diagnoses this as the most effective teaching strategy. 
An integrated day teacher must have a variety of teaching 
styles and the ability to use them correctly. 
Mosston (1972) has developed a profile of teaching 
styles, identifying seven combinations of teacher and 
student decision making and learning involvement. He begins 
with what he calls a "command style", in which the teacher 
makes all the decisions, and moves by degrees to a 
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Figure N.2 The Bussis and Chittenden Quadrant. 
225 
discovery style", in which the student makes most of the 
decisions. He contends that teachers should be able to use 
all seven styles, appropriately. 
The assumptions about learning and teaching that 
underlie the methods associated with integrated day embrace 
the approach to the individual advocated by Dunn and Dunn 
(1979) . The idealogy and methodology of the integrated day 
encourage the use of Dunn and Dunn's learning style 
inventory. The pedagogical characteristics of open 
education teachers are described both in the TDK report 
(Walberg and Thomas, 1971) and by Kingsbury in an 
unpublished adaptation of these characteristics for high 
school students (1973) . The characteristics include 
teachers becoming actively involved with each student, 
giving diagnostic attention to a particular student and the 
specific activity in which s/he is involved, using the 
student's interaction with materials, and encouraging 
originality and the use of alternate methods, materials and 
settings in problem solving. Walberg and Thomas find that 
"... individual students often learn in unpredicted ways, 
at their own rate, and according to their own style. 
The design of an integrated day schedule and classroom 
space will accommodate a variety of learning styles. 
^^Herbert J. Walberg and Susan Christie Thomas, 
Characteristics of Open Education* Toward an_Operational^ 
Definition, Newton, Ma., TDK Associates, Inc. for Education 
Development Center, 1971), Appendix D. 
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Flexible scheduling permits students to work on the same 
project for extended periods or to do several projects in 
short modules of time. Students can present their material 
in a variety of ways, allowing for tactile kinaesthetic or 
visual students to vary their interaction with materials to 
suit their style. There is emphasis on learning through 
doing as well as reading and listening to speakers. The use 
Of more than one resource allows global learners to approach 
learning deductively while analytic learners can learn 
inductively. 
The flexibility of classroom design provides for 
structured, usually quiet, learning areas; for informal 
areas with comfortable chairs or pillows; There are places 
to work alone, in pairs and small groups. Most 
environmental, sociological and physical needs of the 
individual students can be met because the environment, 
teaching strategies and styles, and body of knowledge can be 
adapted to meet the needs of the individual student. 
The design of the training sessions therefore will use 
Mersey and Blanchard and Dunn and Dunn to implement 
integrated day assumptions about the way people learn, their 
motivation, and the teacher's role within the learning 
process. "Teaching begins with the assumption that the 
[students] coming into a classroom come with capabilities 
and experiences - shared and unique - and that it is the 
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resources give a direction teacher's job to see that those 
and meaning to learning."®^ 
®^Anne M. Bussis and Edward A. Chittenden, Analysis of 
an Approach to Open Education# (Interim Report of a study 
conducted by Educational Testing Service in cooperation with 
iQip^nts in the Follow Through Program of Education 
Development Centre. Princeton, New Jersey: Educational 
Testing Service, August, 1970), page 15. 
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